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ABSTRACT 
 
High levels of unemployment and skills shortages in key parts of the South African 
economy are well documented. The failure of the South African economy to absorb new 
entrants to the job market is also well documented. The paradox of an economy that 
was growing for over a decade during the late nineties and early 2000s creating a lot of 
vacancies and yet at the same time seeing ever growing levels of unemployment 
numbers also makes for interesting reading. Learnership programs are intended to 
address this situation by reducing the problem of skills shortages and leading in the 
human capital development that is aligned to industry needs.  
 
Thus is the purpose of this study to determine whether the beneficiaries of the 
learnership programs, the graduates, find benefit from having completed these 
learnership programs. It is to evaluate whether they find the program to have been 
effective in either equipping them sufficiently to improve prospects of finding permanent 
employment or successfully starting their own businesses.  
 
An extensive literature study of the history of the FET and its development, the concept 
of learnership and legislation and statutes applicable to the sector in South Africa was 
undertaken so that the skills development initiatives in the country are contextualised. 
The empirical part of the study involved a self-constructed questionnaire designed to 
illicit perspectives of the FET training and learnership within the FET graduate 
population that have completed their studies at an FET institution within Nelson 
Mandela Bay.  
 
The data collected indicate that a substantial majority of the sample find the training to 
be effective and confirm the literature findings that learnerships can improve the issue of 
skills shortage in industry.  
 
The study makes recommendations that encompass work-based strategies and training 
based strategies to further improve the program. The recommendations are targeted at 
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the FET college, the work-place training providers and the MERSETA and are meant 
solely to assist the organisations in overcoming the identified challenges emanating 
from learnership implementation.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
iii 
 
DEDICATION 
 
This work is dedicated to the memory of  
Motlohi Lekhelebana 
and  
Thato Thlodiso Lekhelebane 
 
 
 
  
iv 
 
ACKNOWLEDGEMENTS 
 
Many individuals played an important role in the successful completion of this treatise. I 
would like to thank the following persons for their support, assistance and 
encouragement.  
 
 Dr. Margaret Cullen, my supervisor, who provided guidance and encouragement 
during the course of my research efforts;  
 
 Mr Cliffy Ryan, Mr Wiets Bezuidenhout, Ms Naomi Gonzales and Mr Dion 
Williams for their assistance in facilitating the field work and to all respondents for 
their willingness to participate in this study;  
 
 To my siblings, Nthabiseng, Diketso, Kgopotso, Cwayita and Lubabalo for their 
support and encouragement; 
 
 To my parents, ‘maNthabiseng, Sebota, Neo, Xoliswa and Monde for their love, 
prayers and the support and encouragement that allowed me to keep going; 
 
 To my children, Sihle, Thato and Tumelo and my nephew, Tshepang for their love 
and understanding and the sacrifice of their time to allow me to continue with my 
studies; 
 
 To my wife and partner Vuyo,  for her  love, patience, support and 
encouragement during the most trying times of this journey and for having joined 
in the effort; 
 
 And lastly, to the ever living God without whom nothing can be achieved, for 
granting the wisdom needed to continue and at whose mercy and by whose 
grace we live.  
 
v 
 
 TABLE OF CONTENTS 
DECLARATION .................................................................................................................... i 
ABSTRACT.......................................................................................................................... ii 
DEDICATION ...................................................................................................................... iv 
ACKNOWLEDGEMENTS ................................................................................................... v 
LIST OF ABBREVIATIONS ................................................................................................ xi 
LIST OF TABLES................................................................................................................ xii 
CHAPTER ONE................................................................................................................... 1 
INTRODUCTION, OVERVIEW AND OUTLINE ................................................................. 1 
1.1 INTRODUCTION ................................................................................................... 1 
1.2 PROBLEM STATEMENT .......................................................................................... 4 
1.3 RESEARCH OBJECTIVES ....................................................................................... 6 
1.3.1 Primary objective ................................................................................................ 6 
1.3.2 Secondary objective ........................................................................................... 6 
1.3.3 Significance and motivation for the study .......................................................... 6 
1.3.4 Research question .............................................................................................. 7 
1.4 RESEARCH METHODOLOGY AND DESIGN ......................................................... 7 
1.4.1 The sample ......................................................................................................... 7 
1.4.2 The measuring instrument .................................................................................. 8 
1.5 OUTLINE OF THE STUDY ....................................................................................... 8 
1.6 CONCLUSION ........................................................................................................... 9 
CHAPTER TWO ................................................................................................................ 10 
OVERVIEW OF THE FET SECTOR AND ITS CONTEXT .............................................. 10 
2.1 INTRODUCTION ..................................................................................................... 10 
2.2 OVERVIEW OF THE FET SECTOR ....................................................................... 10 
2.2.1 The history of the technical college and technikons prior to FETs .................. 12 
2.2.2 The transformation of technical colleges and the political intentions.............. 14 
2.2.3 The creation of the technikon sector ................................................................ 17 
2.2.4 Transforming technical colleges into FET Institutions ..................................... 18 
2.2.5 The rationale for the restructuring of the sector and the merging of the FETs
 .................................................................................................................................... 19 
2.3 CONCLUSION ......................................................................................................... 23 
vi 
 
CHAPTER THREE ............................................................................................................ 24 
LEARNERSHIP PROGRAMMES ..................................................................................... 24 
3.1 INTRODUCTION ..................................................................................................... 24 
3.2 OVERVIEW OF LEARNERSHIP PROGRAMS AND THE LEARNERSHIP 
CONCEPT...................................................................................................................... 24 
3.3 THE CHARACTERISTICS OF LEARNERSHIP PROGRAMS, THEIR BENEFITS 
AND CHALLENGES ...................................................................................................... 28 
3.4 STATUTORY REQUIREMENTS FOR SKILLS DEVELOPMENT AND 
LEARNERSHIP IMPLEMENTATION ............................................................................ 33 
3.5 THE IMPLEMENTATION AND ASSESSMENT OF LEARNERSHIP PROGRAMS
 ........................................................................................................................................ 42 
3.6 CONCLUSION ......................................................................................................... 42 
CHAPTER FOUR .............................................................................................................. 44 
RESEARCH DESIGN AND METHODOLOGY ................................................................. 44 
4.1 INTRODUCTION ..................................................................................................... 44 
4.2 RESEARCH PARADIGM ........................................................................................ 44 
4.3 RESEARCH DESIGN: THE SURVEY .................................................................... 46 
4.3.1 Data sources......................................................................................................... 46 
4.3.1.1 Primary sources ............................................................................................. 47 
4.3.1.2 Secondary sources ........................................................................................ 47 
4.3.2 Question Design and the measuring instrument ................................................. 47 
4.4 THE SAMPLE .......................................................................................................... 48 
4.5 DATA COLLECTION AND ETHICS ........................................................................ 49 
4.6 DATA ANALYSIS ...................................................................................................... 49 
4.7 CONCLUSION ......................................................................................................... 50 
CHAPTER FIVE ................................................................................................................ 51 
DATA ANALYSIS AND EMPERICAL FINDINGS .............................................................. 51 
5.1 INTRODUCTION ..................................................................................................... 51 
5.2 BIOGRAPHICAL INFORMATION OF RESPONDENTS ........................................ 51 
5.2.1 Distribution of respondents by industry and number of years experience ..... 51 
5.2.2 Gender distribution of respondents .................................................................. 52 
5.2.3 Racial distribution of respondents .................................................................... 53 
5.2.4 Age distribution of respondents ........................................................................ 54 
5.3 GRAPHIC PRESENTATION AND ANALYSIS OF THE DATA COLLECTED ........ 55 
5.3.1 THEORECTICAL CONTENT ............................................................................... 55 
vii 
 
5.3.1.1 I feel that the program provides sufficient theoretical background to support 
practical learning ........................................................................................................ 55 
5.3.1.2 The theoretical content is aligned to the requirements of the workplace 
learning ....................................................................................................................... 56 
Figure 5.5 The theoretical content is aligned to the requirements of the workplace 
learning ....................................................................................................................... 56 
Table 5.2 The theoretical content is aligned to the requirements              of the 
workplace learning ..................................................................................................... 56 
5.3.1.3 There is a strong link between the theory and the practical training ........... 57 
5.3.1.4 I feel that I would not have been able to do the practical without the 
theoretical background. ............................................................................................. 58 
5.3.2 WORKPLACE LEARNING ................................................................................... 59 
5.3.2.1 I have gained a lot from working under a supervisor or industry expert ...... 59 
5.3.2.2 I feel that workplace learning provided the right skills and lifelong learning.
 .................................................................................................................................... 60 
5.3.2.3 I am satisfied with the training I have received ............................................. 61 
5.3.2.4 I am satisfied that workplace training is not using learners for additional 
production hands rather than the training. ................................................................ 62 
5.3.3 TECHNICAL COMPETENCE .............................................................................. 63 
5.3.3.1 The skills I have learnt from the college and practical have made me work 
more efficiently ........................................................................................................... 63 
5.3.3.2 I feel that the program has improved my skills sufficiently to start my own 
business. .................................................................................................................... 64 
5.3.3.3 I feel that the program has achieved the goals that I had set for my training.
 .................................................................................................................................... 65 
5.3.3.4 The learnership provided sufficient technical competence to signal 
occupational competence. ......................................................................................... 66 
5.3.3.5 I feel that the program gave me sufficient competence to perform the job 
without supervision. ................................................................................................... 67 
5.3.4 EMPLOYMENT AND CAREER PROSPECTS.................................................... 68 
5.3.4.1 I feel that the FETC qualification improved my chances of finding permanent 
employment. ............................................................................................................... 68 
5.3.4.2 I feel that the FETC will boost my career opportunities and improve career 
progression................................................................................................................. 69 
5.3.4.3 I agree that formalisation of the program improves prospects of 
employment. ............................................................................................................... 70 
5.3.4.4 I think the courses offered by the program are relevant to the needs of 
industry. ...................................................................................................................... 71 
viii 
 
5.3.4.5 I feel strongly that the FETC is a good tool for economic empowerment.... 72 
5.3.4.6 I feel that the training received is strongly aligned to my career path and that 
it is sustainable........................................................................................................... 73 
5.3.4.7 I feel that the training received is strongly aligned to my career path and that 
it has prepared me enough to start my own business. ............................................. 74 
5.3.5 CHALLENGES AND BENEFITS .......................................................................... 75 
5.3.5.1 I am satisfied that there is a strong link between the FET and the workplace 
supervisors. ................................................................................................................ 75 
5.3.5.2 I feel that the programs receive great support from the SETAs. .................. 76 
5.3.5.3 I am satisfied that the program provides sufficient socially relevant teaching 
as part of the theory. .................................................................................................. 77 
5.3.5.4 I feel that the social teaching creates a balance in the learning and will 
benefit me in some way. ............................................................................................ 78 
5.3.5.5 I feel that the learnership is highly beneficial to me personally and is good 
for my career development. ....................................................................................... 79 
5.4 QUALITATIVE RESPONSES .................................................................................. 80 
5.4.1 Theoretical content ........................................................................................... 80 
5.4.2 Workplace learning ........................................................................................... 80 
5.4.3 Technical competence ...................................................................................... 81 
5.4.4 Employment and career prospects .................................................................. 81 
5.4.5 Challenges and benefits ................................................................................... 81 
5.4 STATISTICAL RELIABILITY OF RESPONSES ..................................................... 82 
5.5 RELIABILITY AND INTERNAL CONSISTENCY OF THE STUDY ........................ 82 
5.6 CONCLUSION ......................................................................................................... 83 
CHAPTER SIX ................................................................................................................... 84 
STUDY CONCLUSION AND RECOMMENDATIONS ..................................................... 84 
6.1 INTRODUCTION ..................................................................................................... 84 
6.2 DISCUSSION OF FINDINGS AND INTERPRETATION ........................................ 84 
6.2.1 Theoretical content ........................................................................................... 85 
6.2.2 Workplace learning ........................................................................................... 86 
6.2.3 Technical competence ...................................................................................... 86 
6.2.4 Employment and career prospects .................................................................. 87 
6.2.5 Challenges and benefits ................................................................................... 87 
6.2.6 Summary of the findings of the study............................................................... 88 
6.3 RECOMMENDATIONS ........................................................................................... 89 
6.4 STUDY LIMITATIONS ............................................................................................. 91 
ix 
 
6.5 RECOMMENDATION FOR FURTHER STUDIES ................................................. 91 
6.6 CONCLUSION ......................................................................................................... 92 
LIST OF REFERENCES ................................................................................................... 93 
APPENDIX “A”: .................................................................................................................. 99 
APPENDIX “B”: ................................................................................................................ 101 
APPENDIX “C” ................................................................................................................ 106 
 
  
x 
 
LIST OF ABBREVIATIONS 
 
AIDS 
 
Acquired Immuno Deficiency Syndrome 
    ANC 
 
African National Congress 
      BLSA 
 
Business Leadership South Africa 
     CBMT   
 
Competency Based Modular Training 
    DHET 
 
Department of Higher Education and Training 
    DRPU 
 
Development Policy Research Unit 
     ETQA 
 
Educational and Training Quality Assurance 
    FEA 
 
Financial Extension Act 
      FET 
 
Further Education and Training 
     FETC 
 
Further Education and Training Certificate 
    GDP 
 
Gross Domestic Product 
      HIV 
 
Human Immune Virus 
      HSRC 
 
Human Sciences Research Council 
     MERSETA Manufacturing, Engineering and Related Services Education and Training Authority 
NGO 
 
Non-governmental Organisation 
     NQF 
 
National Qualifications Framework 
     NSDS 
 
National Skills Development Strategy 
    NSF 
 
National Skills Fund 
      SAKE 
 
Skills , Attitude, Knowledge and Expertise 
    SAQA 
 
South African Qualification Authority 
     SDA 
 
Skills Development Act 
      SETA 
 
Sector Education and Training Authority 
    SMME 
 
Small Medium and Micro Enterprises 
    SSA 
 
Statistics South Africa 
      WPSP 
 
Workplace Skills Plans 
       
  
xi 
 
LIST OF TABLES 
Table 5.1 
 
I feel that the program provides sufficient theoretical background to 
support practical learning 
55 
 
Table 5.2 
 
The theoretical content is aligned to the requirements of the workplace 
learning 
56 
 
Table 5.3 There is a strong link between the theory and the practical training 57 
Table 5.4 
 
I feel that I would not have been able to do the practical without the 
theoretical background. 
58 
 
Table 5.5 I have gained a lot from working under a supervisor or industry expert 59 
Table 5.6 
 
I feel that workplace learning provided the right skills and lifelong 
learning 
60 
 
Table 5.7 
 
I am satisfied with the training I have  received 
 
  
61 
Table 5.8 
 
I am satisfied that workplace training is not using learners for additional 
production hands rather than the training. 
62 
 
Table 5.9 
 
The skills I have learnt from the college and practical have made me 
work more efficiently 
63 
 
Table 5.10 
 
I feel that the program has improved my skills sufficiently to start my 
own business. 
64 
 
Table 5.11 
 
I feel that the program has achieved the goals that I had set for my 
training. 
65 
 
Table 5.12 
 
The learnership provided sufficient technical competence to signal 
occupational competence 
66 
 
Table 5.13 
 
I feel that the program gave me sufficient competence to perform the 
job without supervision.  
67 
 
Table 5.14 
 
I feel that the FETC qualification improved my chances of finding 
permanent employment 
68 
 
Table 5.15 
 
I feel that the FETC will boost my career opportunities and improve 
career progression 
69 
 
xii 
 
Table 5.16 
 
I agree that formalisation of the program improves prospects of 
employment 
70 
 
Table 5.17 
 
I think the courses offered by the program are relevant to the needs of 
industry 
71 
 
Table 5.18 I feel strongly that the FETC is a good tool for economic empowerment 72 
Table 5.19 
 
I feel that the training received is strongly aligned to my career path 
and that it is sustainable 
73 
 
Table 5.20 
 
I feel that the training received is strongly aligned to my career path 
and that it has prepared me enough to start my own business 
74 
 
Table 5.21 
 
I am satisfied that there is a strong link between the FET and the 
workplace supervisors 
75 
 
Table 5.22 I feel that the programs receive great support from the SETAs 
 
76 
Table 5.23 
 
I am satisfied that the program provides sufficient socially relevant 
teaching as part of the theory 
77 
 
Table 5.24 
 
I feel that the social teaching creates a balance in the learning and will 
benefit me in some way 
78 
 
Table 5.25 
 
I feel that the learnership is highly beneficial to me personally and is 
good for my career development 
79 
 
Table 5.26 Cronbach’s  Alpha  Co-efficient 
   
83 
 
  
xiii 
 
LIST OF FIGURES 
 
Figure 4.1 
 
 
 
Survey Questionnaire response   rate 
 
     
 
48 
 
 
Figure 5.1 
 
Gender distribution of respondents 
 
    
52 
 
Figure 5.2 
 
Racial distribution of respondents 
 
    
53 
 
Figure 5.3 
 
Age distribution of respondents 
 
    
54 
 
Figure 5.4 
 
I feel that the program provides sufficient theoretical background to 
support practical learning 55 
Figure 5.5 
 
The theoretical content is aligned to the requirements of the workplace 
learning 56 
Figure 5.6 There is a strong link between the theory and the practical training 57 
Figure 5.7 
 
I feel that I would not have been able to do the practical without the 
theoretical background. 58 
Figure 5.8 I have gained a lot from working under a supervisor or industry expert 59 
Figure 5.9 
 
I feel that workplace learning provided the right skills and lifelong 
learning 
60 
 
Figure 5.10 
 
I am satisfied with the training I have received 
 
  
61 
 
Figure 5.11 
 
I am satisfied that workplace training is not using learners for additional 
production hands rather than the training. 
62 
 
Figure 5.12 
 
The skills I have learnt from the college and practical have made me 
work more efficiently 
63 
 
Figure 5.13 
 
I feel that the program has improved my skills sufficiently to start my 
own business. 
64 
 
Figure 5.14 
 
I feel that the program has achieved the goals that I had set for my 
training. 
65 
 
xiv 
 
Figure 5.15 
 
The learnership provided sufficient technical competence to signal 
occupational competence 
66 
 
Figure 5.16 
 
I feel that the program gave me sufficient competence to perform the 
job without supervision.  
67 
 
Figure 5.17 
 
I feel that the FETC qualification improved my chances of finding 
permanent employment 
68 
 
Figure 5.18 
 
I feel that the FETC will boost my career opportunities and improve 
career progression 
69 
 
Figure 5.19 
 
I agree that formalisation of the program improves prospects of 
employment 
70 
 
Figure 5.20 
 
I think the courses offered by the program are relevant to the needs of 
industry 
71 
 
Figure 5.21 I feel strongly that the FETC is a good tool for economic empowerment 72 
Figure 5.22 
 
I feel that the training received is strongly aligned to my career path 
and that it is sustainable 
73 
 
Figure 5.23 
 
I feel that the training received is strongly aligned to my career path 
and that it has prepared me enough to start my own business 
74 
 
Figure 5.24 
 
I am satisfied that there is a strong link between the FET and the 
workplace supervisors 
75 
 
Figure 5.25 I feel that the programs receive great support from the SETAs 
 
76 
Figure 5.26 
 
I am satisfied that the program provides sufficient socially relevant 
teaching as part of the theory 
77 
 
Figure 5.27 
 
I feel that the social teaching creates a balance in the learning and will 
benefit me in some way 
78 
 
Figure 5.28 
 
I feel that the learnership is highly beneficial to me personally and is 
good for my career development 
79 
 
 
 
 
 
xv 
 
CHAPTER ONE 
INTRODUCTION, OVERVIEW AND OUTLINE 
1.1 INTRODUCTION 
South Africa’s economic environment is one that is beset by a multitude of problems. 
Chief among these is a period of multi years of economic growth that has seen a 
reduction in the number of the jobless and yet an increase in the numbers of jobs that 
go unfilled due to the shortage of appropriately skilled individuals (Akoojee, 2009). 
Particularly hard hit are the areas outside the main metropoles of Gauteng, Durban and 
Cape Town.  
 
In their policy brief “Skills shortages in South Africa: Key Issues”, the Development 
Policy Research Unit (DRPU, 2007) asserts that South Africa’s skills policy regime is 
intricately linked to the country’s history as an Apartheid state, the legacy this presented 
in the labour market and the efforts post-1994 to solve the iniquities of Bantu education. 
The above brief further indicates that at the same time, South Africa’s highly isolationist 
geo-political and economic policies were substantively transformed in the democratic 
era, forcing firms to become more competitive and export oriented. DRPU (2007) further 
sums up that, this often had the effect of reinforcing capital-intensive technological 
change and otherwise inducing a thorough reorganisation of the forms and methods of 
production, with its resultant skills implications. 
 
DPRU (2007), notes that due to the rise of the new global economy, characterised by 
high-quality, high value added export-oriented manufacturing and services, a key quality 
of human resource development is the attainment of high participation rates in general 
education and training, particularly the development of multi-functional skills 
capabilities. DPRU (2007) further puts forward the position that the key to a successful 
human resource development strategy is a multi-layered and differentiated emphasis 
that promotes high, intermediate and low skills simultaneously and then ‘joining up’ so 
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as to promote social inclusion, access to education and training for more people and 
increased employment. 
 
The result for the new South Africa has been that to become more competitive, industry 
has gone capital intensive and hence the paradox of vacancies of high skilled positions 
but shedding of low skilled jobs. According to Akoojee (2009), skills development has 
been inextricably linked to the success of the current South African development 
discourse. The skills deficit has been identified at the highest level, by former President 
Mbeki in various state of the nation addresses in the context of both the lack of service 
delivery by government and also the failure of the private sector to absorb the 
unemployed. What is clear is the reality of a skills shortage that stands at the forefront 
of the South African development discourse, as a response both to current social and 
economic challenges and to the injustices of the past when skills development was 
restricted to a select few on racial lines. Perhaps more significant is the reality that skills 
development is critical in South Africa’s attempt to respond to national socio-economic 
and global economic imperative (Akoojee, 2009). 
 
The industrial policy, which was followed by the post-apartheid South African 
government in the second half of the 1990s, was one of the trade liberalisation 
accompanied by a restrictive macro-economic policy. Not surprisingly, over the post 
apartheid decade, the growth in the manufacturing sector has been particularly slow. 
Between 1994 and 2005, South African GDP grew at only 3.4% per annum and 
although statistics on employment are weak, total employment (formal and informal) 
grew even more slowly certainly at no more than 2% per annum (Edwards, 2006). 
 
The PROVIDE Project’s Background Paper series for 2005 states that in 2003, the 
Eastern Cape contributed approximately 8,1% to the national GDP, while 14,4% of the 
South African population live in this province (SSA, 2003a, 2003b). This implies that the 
per capita GDP of the Eastern Cape is lower than the national average. According to 
the IES/LFS 2000 estimate, the Eastern Cape per capita income was R6,774 in 2000, 
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only about half the national average of R12, 411. High levels of poverty, unemployment 
and inequality persist as they do in the rest of the country. 
 
On migration in Southern Africa, Oucho (2007) points out the problem of voluntary 
migration and highlights the fact that for a long time, this form of migration involved the 
flow of unskilled labour to South Africa and it later broadened to include skilled and 
other types of migration in Southern Africa. This migration was from South Africa’s 
immediate neighbours due to their under development and perceived opportunities in 
South Africa. This kind of migration is now happening within South Africa, from the less 
developed provinces to the more developed provinces and particularly Gauteng and the 
Western Cape’s peninsula.  
 
Frye (2006), in her work “Poverty and unemployment in South Africa” posits that levels 
of poverty and unemployment in South Africa are critically high, despite the country’s 
status as an upper middle income country and that poverty and unemployment are 
structural rather than cyclical in nature. Chronic structural manifestations of poverty and 
unemployment are far more difficult to address in terms of policy interventions than 
transient cyclical episodes. It is therefore clear from the above facts that there are 
clearly problems of high unemployment, low skills base, over-supply of unskilled labour 
and yet an over-supply of jobs that cannot be filled due to inappropriately skilled supply 
of labour.  
 
Frye (2006) further states that there can be no cheap and painless quick-fix and that 
effective policy solutions need to be informed by the historical causes of inequality, as 
well as the ongoing impact of intergenerational poverty and dispossession and need to 
address class as well as racial inequalities. Further to this, Frye (2006) highlights the 
fact that under the apartheid order, jobs and the attendant skills were reserved 
according to colour and the development of human capital amongst black Africans in 
particular, in urban areas and in the later homelands, was deliberately under invested 
by the state. 
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Young school leaving South Africans continue to face a bleak future given that the 
education system continues to produce and reproduce gender, class, racial and other 
inequalities with regard to access to educational opportunities and success despite the 
many gains that have been made post-1994 (DHET, 2012). Equally important, the post-
school system is not meeting the needs of the economy and society as a whole and the 
FETs and their future development seek to align the post-school education and training 
system with South Africa’s overall development agenda, with links to various 
development strategies to contribute more effectively to the goal of inclusive economic 
growth and development, and to contribute to fundamentally reducing unemployment 
and poverty (DHET, 2012). 
 
1.2 PROBLEM STATEMENT 
In South Africa, there are developmental backlogs created in the main by what could be 
regarded as bad planning on the part of the apartheid government due mainly to the 
policy of bantu education, racially based education, separate development and the so-
called colour bar in employment, enforced as it was through influx control, resulting as it 
did in human capital shortages that continue to this day. In his address to the Governors 
of the Foreign Policy Association in New York on the 11th of October 1984, 
Oppenheimer (1984) posited that racial discrimination in industry cannot be fully 
eliminated while the influx control system remains. This policy together with the policy of 
Bantu education and other separate development initiatives, isolated large parts of our 
population and generations after that, from the levels of education, training and skills 
development that are now required by the economy (Smollan, 1986). The result as 
indicated in the introduction above has been large numbers of inappropriately skilled 
individuals being lost to the economy due to the mechanisation of the production 
processes. 
 
Sooklal (2004) also points to the historical stigma associated with vocational education 
and training which was often associated with educational inferiority and mental 
backwardness. Further pointed out is the fact that these past negative perceptions have 
carried over into the FET training; which many still regard as a university’s lesser 
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cousin. Paradoxically, over and above the amount of skilled positions that are available 
in the private sector of the economy, there is a problem of lack of delivering on 
infrastructure and on other projects from the side of the state as promised by 
government in their push to reduce poverty. This problem persists even though the 
government has proposed or claimed that their projects are going to be mainly labour 
intensive in the push for the absorption of the multitudes of unemployed citizens.  
 
The people most affected by job losses are mainly in the industries of mining and 
manufacturing, they are quite unlikely to find their way back into those industries unless 
they are up-skilled and differentially skilled so that they may at least pursue other 
opportunities in the job market. Over and above unskilled labourers that face 
retrenchment for one reason or another, the Department of Higher Education and 
Training estimates that approximately three million young people between the ages of 
18 and 24 are not accommodated in either the education and training system or the 
labour market. This is an appalling waste of human potential, and a potential source of 
serious social instability (DHET, 2012). 
 
The above paragraphs allude to several problem areas that are being experienced by 
the country’s economy and becoming quite burdensome for government in particular. 
These challenges, which can be briefly stated as the challenges of skills shortage, the 
unemployment that is a result of lack of skills or inappropriate skills and thirdly the 
increased burden on government coffers due to increased poverty as a results and 
lastly the government’s inability to deliver on the infrastructure projects and other 
projects, a challenge which is worsened by the first three. The main problem therefore 
is the continued growth of the unemployment numbers and the failure of the economy to 
absorb new entrants and this despite the fact that there was a long period of economic 
growth in the nineties and early 2000s.  
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1.3 RESEARCH OBJECTIVES 
1.3.1 Primary objective 
The overall aim of this project was to evaluate the new Learnership academy and 
training model and its effectiveness and to provide an answer to the main problem: -
‘Learnership delivery by an FET institution in the Nelson Mandela Bay area from 
learners’ perspective is ineffective.’  
 
1.3.2 Secondary objective 
Two major desired outcomes are embedded in the overall objective: successful 
placement of learners after completion of their learnerships and improved opportunities 
for starting of own businesses by the graduates. Further to these two, the study sought 
to evaluate the perception of the graduates on the following aspects of the FET training; 
which are essentially the five sub-problems to the main problem: 
 
• Theoretical content; 
• Workplace learning; 
• Technical competence; 
• Employment and career prospects; and  
• Challenges and benefits of the training. 
 
1.3.3 Significance and motivation for the study 
The experience of the young of our country in so far as securing skills, human resource 
development and finally employment is at the centre of the contemporary economic 
debate of whether the economy can provide jobs on a temporary and/or permanent or 
continue on the trajectory of past job-less growth. There is quite a wide body of work on 
the subjects of skills shortage, unemployment and also on the educational sub-system 
of historical technical colleges and universities. However, the current body of work, 
except for the historical aspects of technical college systems, appears to be thin on how 
the effectiveness of the new contemporary FET curriculum and training regime is 
perceived by the end users, being the graduates of the programs.  
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 This study seeks to evaluate the perception of graduates of the effectiveness of the 
learnership programs. It creates an opportunity to hear from graduates who have just 
entered the job market as to their effectiveness in increasing their competitiveness in 
obtaining employment or indeed starting their own businesses employing the skills 
earned from both the theory and workplace training. The intention of this study is to 
make an academic contribution in this area and seeks to fill this knowledge gap. 
1.3.4 Research question 
The research process will be guided by the following primary question: 
• Is learnership training at an FET institution effective? 
Secondary to this will be whether FET training results in increased chances of obtaining 
employment or the opportunities for starting own businesses.  
1.4 RESEARCH METHODOLOGY AND DESIGN 
Research methodology is the way one would think about research, the research 
question and subject in general. It also relates to how one collects and analyses the 
data and the way in which one goes about writing one’s treatise, dissertation or thesis. 
The research paradigm as Collis and Hussey (2009) put it, is therefore the framework 
that guides how research should be conducted, based on people’s philosophies and 
their assumptions about the world and the nature of knowledge. Cited by Collis and 
Hussey (2009), Kuhn (1962) defines paradigms as universally recognised scientific 
achievements that for a time provide model problems and solutions to a community of 
practitioners. There are two types of paradigms that have been identified, namely the 
positivistic and the phenomenological paradigms. A phenomenological paradigm is 
concerned with qualities and non-numerical characteristics while a positivistic paradigm 
is all about data that are collected in a numerical form. This study will follow the 
quantitative method due to the ease and speed with which the data can be collected 
using larger samples than would be the case in using the qualitative method.  
1.4.1 The sample 
The sample has been selected using convenience sampling to identify graduates of the 
FET program at the subject institution residing in the Nelson Mandela Bay area. The 
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sample will be chosen in such a manner that it is reflective of the diversity of the 
population that has attended the FET program at the college. Contact details of the 
sample will be obtained from the subject college’s data base of graduates. A self-
constructed questionnaire will be physically distributed among the sample and 
anonymity and confidentiality will be guaranteed via utilisation of a covering letter for the 
respondents’ assurance. The covering letter is depicted in Annexure ‘A’. 
 
1.4.2 The measuring instrument 
A survey will be conducted through a self-structured closed-ended questionnaire. The 
questions will be based on a Likert-scale of five, ranging from Strongly Disagree to 
Strongly Agree, from which the respondents will make a selection. The proposed 
measuring instrument is depicted in Annexure ‘B’. 
 
All the variables will be measured by calculating the mean scores for the responses to 
the questionnaire items. All scores of below fifty per cent (50%) will be regarded as a 
failure by the learnerships to improve the learners’ chances of procuring employment 
and/or begin their own relatively successful businesses. The computer software 
program STATISTICA Version 10 will be used to conduct the analysis of the data as far 
as scale reliability and discriminant validity are concerned.  
 
Having completed the literature study and the quantitative survey, the results will be 
integrated to determine a conclusion and develop into recommendation.  
 
1.5 OUTLINE OF THE STUDY 
Provisionally, this research study is proposed to include the following chapters: 
Chapter 1: Introduction to the research treatise;  
Chapter 2: Literature Review on the overview of the FET sector and its context;  
Chapter 3: Literature Review on the Learnership programs;  
Chapter 4: Description of the research methodology;  
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Chapter 5: Presentation of the data, analysis of the data; integration of the literature 
study and empirical study and validation of evidence as knowledge as well as stating 
the theory; and  
Chapter 6: Study Conclusion and Recommendations. 
 
1.6 CONCLUSION 
In this chapter, the treaties was introduced, the purpose of the study and the research 
problem were introduced. The research question was defined and the significance of 
the study together with the motivation for it was covered. The research methodology 
and measuring instrument for the study was detailed and thereafter the outline of the 
research project was outlined.  
 
In Chapter Two of the study the history and development of the FET sector will be 
reviewed through a literature study. 
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CHAPTER TWO 
OVERVIEW OF THE FET SECTOR AND ITS CONTEXT 
 
2.1 INTRODUCTION 
This chapter will outline a history the FET sector including how it developed from what 
was called the technical college. It will seek to show both the historical and particularly 
the different political contexts that informed the sector and led to the changes that were 
brought about at different stages. This will give an indication of what could have led to 
the many difficulties that the sector continues to grapple with and that successive 
governments and Ministers of Education have been trying to rise above in trying to 
transform what was initially and quite intentionally meant to divide the populace and 
create inequalities in further education and vocational training.  
 
2.2 OVERVIEW OF THE FET SECTOR 
Vocational training in South Africa has historically been about the provision of theoretical 
learning juxtaposed to a training program that is in its nature practical in what came to 
be called the apprenticeship programmes of the past (Ryan, 2011). In the recent past, 
the apprenticeship programmes have virtually vanished and the sector has seen a shift 
toward the teaching of courses that are not in line with the practical direction that the 
learner may want to pursue to an extent that the vocational sector is now seen as weak 
and fragmented and unable to supply appropriately skilled potential workers (Lolwana, 
2011). 
 
Education’s economic links are not only to growth but to development in the sense of 
the individual and collective fulfilment of potential (Archer and Moll in Abedian and 
Standish (ed), 1992). Education also relates to the functioning and outcomes of the 
labour market, to social policies, to the acquisition of technology from abroad. It also 
influences the generation of income and therefore wealth (Archer and Moll in Abedian 
and Standish (ed), 1992). It is for the above reason that Fisher, Jaff, Powell and Hall 
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(2003: 348) posit that “the importance of public FET colleges lies in the contribution that 
they are expected to make to national human resource development, through the 
provision of intermediate to high-level skills.”  
Further to this Abedian and Standish (1992) surmise that the wealth of a nation is made 
up of its physical and human assets and that the physical wealth consists of the land, 
residential accommodation and industrial asset. The human capital resides in the skills 
base of the people. People’s standards of living are largely governed by their ability to 
produce. This, in turn, depends on physical capital and the quantity and quality of 
personal skills. In the labour market, income is governed largely by skills. 
 
After forty years of apartheid it should occasion no surprise that the educational sector 
is among the most contested terrains in South African society. The unequal patterns of 
apartheid schooling and education in general are well documented and will not need to 
be elaborated on here, suffice it to say that under that system the majority of students 
attended the least adequately funded schools, with the lowest qualified teachers, 
poorest facilities and highest class sizes (Fisher et al., 2003; Christie, 1996; Archer & 
Moll, 1992). This applied equally to the so-called technical colleges as it did to primary 
and secondary schooling and indeed was also the situation at what were then 
designated black universities. It is also instructive to note that the policy of bantu 
education dictated that it was policy to locate most of these institutions in the homeland 
‘reserves’ so as to restrict formal education to as few of the blacks as is possible and to 
also persuade others to relocate to the homelands (Samuels in Nasson and Samuel ed, 
1990). 
 
The advent of a democratic dispensation necessitated the transformation of this sector 
not only from a policy point of view but to also accommodate that large numbers of 
black students seeking access to this form of education and training motivated by the 
link between possession of skills and the ability to be both productive and generate 
income and eventually wealth for one’s self, family and society at large as suggested by 
Archer and Moll (1992). It was within this context that there came about proposals for 
the reform and transformation of the vocational education and training sector, it was 
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clearly motivated by the economic imperatives and could only be done through strong 
political leadership.  
It is important that the history of the development of the sector is investigated, both 
through the part that the sector played in the development of the South African economy 
and its growth and from the point of view of the mistakes of the past that brought on the 
challenges of the present. This will provide a deeper understanding of the reforms that 
were brought about in this sector. It will also be interesting to note the tension between 
the implementation of the learnership programmes by those in industry that would 
essentially have come through the previous apprenticeship system (Fester, 2006).  
 
Quite clearly, the correlation of vocational education to productivity makes the further 
education and training sector a very important sector in the education system and for 
the economy as a whole. Fester (2006), Fisher, Jaff, Powell and Hall (2003) and 
Natrass (1981) sum up the sector as being bound to the development of the South 
African economy before, during and since apartheid. It is also expected that with the 
transformation of the sector, FETs will be in a position to play a role in expanding 
access, widening participation and promoting social inclusion in a society characterised 
by widespread poverty, highly unequal distribution of income and high unemployment.  
 
2.2.1 The history of the technical college and technikons prior to FETs 
The industrialisation of the South African economy and in particular the so-called 
diamond and gold rushes of the late nineteenth century in the areas of what were then 
considered to be the remote hinterland of the country are what triggered the need for 
technical and vocational training in South Africa (Fester, 2006; Fisher et al., 2003 and 
Abedian and Standish, 1992). 
 
With the more developed part of the country being the Cape, these discoveries required 
that a railway be developed between the Witwatersrand where the mining activities 
were taking place and the coastal areas of Cape Town and Durban from where the 
minerals would be exported to other markets. This also meant that there is large scale 
utilisation of heavy machinery, development of power supplies and because of the 
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mobilisation of large labour forces to the mining areas, the growth of commercial 
farming and other manufacturing (Fester, 2006; Fisher et al. , 2003 and Abedian and 
Standish, 1992). Thus grew the demand for labourers with the necessary technical skills 
to cater for South Africa’s newly accelerating industrialisation, such was the demand in 
skilled technicians with engineering skills that it became necessary for the railways to 
establish classes first in Natal in 1884 and then in the Transvaal in later years (Fisher et 
al. , 2003).  
 
Further to this, in 1894 the South African College in Cape Town established a 
programme for Mining Engineers, a development which would eventually lead to the 
establishment of the Universities of Cape Town, Wits and Durban. The acceleration of 
industrialisation in the Union of South Africa, particularly during the period leading to 
World War 2 saw a significant growth in apprenticeship enrolments, fuelled mainly by 
increased number of apprenticeship contracts following the Apprenticeship Act of 1922; 
which required apprentices to attend technical classes. Earlier, just before the turn of 
the nineteenth century, De Beers had made attendance of classes at what was called 
the School of Mines in Kimberley compulsory for their apprentices (Fester, 2006; 
Sooklal, 2004; Fisher et al. , 2003; Abedian and Standish, 1992 and Natrass, 1981).  
 
Due to the growth of these enrolments, particularly by part-time students who sought to 
find apprentice positions in industry with their certificates in hand, there was a push for 
more of the technical colleges to be established so as to meet the needs of the various 
colonies and by the middle of the twentieth century, there were fourteen centres in the 
Witwatersrand alone, with one exceeding the expenditure of all but two of the 
universities. However, this growth in enrolments was largely limited to whites with a very 
low base of Indians and Coloureds, Africans were excluded from the system. These 
colleges were incorporated under the Higher Education Act and were to be largely 
autonomous, getting active support from local businesses and were run alongside 
higher education institutions or universities (Sooklal, 2004; Fisher et al., 2003 and 
Pittendrigh, 1998). 
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As indicated above, some of these colleges became universities, with the largest, the 
Transvaal Technical Institute eventually becoming University of the Witwatersrand in 
1922. The focus of some of these colleges was expanded to not only machine 
construction, but to also include other areas of work such as blacksmithing, plumbing, 
electrical training and woodwork. The training provided was also split between fifty 
percent classroom learning and fifty percent practical workshop training (Sooklal, 2004; 
Fisher et al., 2003 and Pittendrigh, 1988).   
 
2.2.2 The transformation of technical colleges and the political intentions 
While the separation between general education and vocation education and training is 
a well-known feature of educational systems in many countries, it is also a well-known 
fact that there is a general perception that general education is seen by many as a route 
that provides a wider array of life chances despite a lot of research that has shown the 
vocational route having far more social and economic value, importantly vocational 
education and training prepares people for the world of work due to its nature of 
covering occupation directed activities together with the necessary theoretical 
perspectives of the activities that are being covered (Gamble, 2004; Wheelahan, 
undated). It can also become important in the retraining of those who have lost 
employment in declining sectors of the economy to prepare them for employability in 
growing industries.  Governments the world over have always grappled with the status 
of vocational education and training, whether it could be regarded as secondary 
education or indeed whether it would be regarded as higher education. In fact, 
government continues to grapple with this problem to this day as it is in the process of 
moving the management of FETs from the department of primary education to the 
department of Higher education and training (Government Gazzette, 2011; Fester, 
2006; Gamble, 2004; Sooklal, 2004; Pittendrigh, 1988 and Wheelahan, undated).  
 
So difficult has been the question of whether vocational training should be secondary or 
higher education that many a commission has been appointed to deal with the 
investigation of the matter. It was first mooted at a conference on Technical, Industrial 
and Commercial Education convened by the Minister of Education in 1911, just after the 
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formation of the union that there were a plethora of resolutions passed regarding the 
governance, extermination and certification of vocational education and training centres. 
It is important to note the political power plays that go with making these decisions in 
that where institutions are regarded as secondary education, they are governed in the 
provinces and where they are regarded as higher-education, they would then be under 
the auspices of the central government. Indeed it was this particular factor that led to 
provincial administrators, who were known to be quite activist in guarding their rights, to 
not too keenly accept these proposals that resulted in the centralisation of the 
governance of vocational education and training. However, it was not until 1916 that 
national syllabi and the national standard and technical examinations were introduced 
(Fester, 2006; Sooklal, 2004; Gamble, 2004 and Pittendrigh, 1988).  
 
Further investigations were called for by the government into higher education in 
general, particularly to further solidify the centralisation of further education and higher 
education from the provinces to the central government. Thus was adopted the Fourth 
Financial Extension Act in 1922 the adoption of which led to the work of technical high 
schools being redefined as higher education. The FE Act of 1922 was closely followed 
by further legislation to further entrench the changes. The statutes, being the 
Apprenticeship Act and the Higher Education Act of 1922 and 1923 respectively, saw to 
it that those who would want to venture into the technical fields were compelled to 
attend technical college classes to qualify for apprentice work, on an even more positive 
side for commerce, these changes and incorporation into higher education, meant that 
these colleges were now beset with quite a substantial amount of autonomy (Fester, 
2006; Sooklal, 2004 and Nasson, 1990). This was to initially apply to the main centres 
together with what would later be known as the University of Fort Hare; which was 
exclusively for Africans, or natives as they were then referred to.  
 
The above dispensation did not last however, as with everything that is at the mercy of 
political expediency. Having faced the challenges brought about by the strikes on the 
Witwatersrand by white workers who called for ‘workers of the world to unite for a white 
South Africa’ and having to deal with what became the nightmare of financing of the 
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state aided institutions and also the ever growing number of branches of the technical 
colleges country wide. The government became worried about what they had identified 
as technical colleges creeping into the space of work that was the exclusive preserve of 
universities and the concomitant wastage (Fester, 2006; Sooklal, 2004; Abedian and 
Standish, 1992; Nasson, 1990 and Natrass, 1981).  
 
At this time, the vocational education arena had also not entirely been transferred to the 
national ministry. The result was the appointment of a commission to advise government 
on the separation of the activities of the technical colleges sector and those of the 
university sector (Fester, 2006 and Sooklal, 2004), so that it is quite clear which 
institutions are responsible for which types of teaching and training, this it was believed 
would reduce all the wastage in the system. Further to the above commission, the 
ministry arranged yet another conference ostensibly to have further proposals passed to 
further the Minister of Education’s stranglehold on further education in that this 
conference proposals brought about a regime in which the Minister took full control of 
the sector and further had powers to determine which institutions were to be deemed 
further education institutions (Pittendrigh, 1988).  
 
As alluded to above, economic growth in the twenties led to the economy requiring a 
boost of labour, to this end and despite the discriminatory laws, it was required that the 
state allow for black Africans to get into the job market despite the fact that they would 
be paid less than their white counterparts. In spite of the white jobs being protected by 
the laws and policies of the time, the unskilled white labourers went on strikes as they 
felt that the black Africans were putting their jobs under threat (Fester, 2006; Sooklal, 
2004; Department of Education, 2001; Nasson, 1990 and Natrass, 1981). It became 
politically important therefore for the powers that be to be seen to do something about 
this state of affairs. The year 1926 became a watershed therefore in that the Mines and 
Workers Act was promulgated, the effect of its implementation was to establish what 
came to be popularly known as the colour bar leading to the classification of jobs such 
as jobs that require technical training that were in the apprentice space as the exclusive 
forte of white workers, this further became entrenched with the passing of the Job 
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Reservation Act in 1950. As for the African worker, he was relegated to menial unskilled 
jobs at the lower rungs of the job market (Fester, 2006; Sooklal, 2004; Department of 
Education, 2001 and Pittendrigh, 1988). 
 
Further education and training in South Africa, was to be further revolutionised during 
the beginning of world war two. Like in many of the countries that supported the war 
effort, particularly on the side of the so-called allies of which the General Smuts led 
united party government was an essential part of, there was a sudden requirement for 
more and more technical skills primarily to support the war effort. A special organisation, 
to be referred to as the central organisation for technical training, was set up to churn 
out large numbers of technicians at high speeds, twenty four weeks to be sure, 
specifically to man and service warfare equipment, it also became essential to train 
more and more of the classical technical skills such as blacksmiths, electricians, 
machine tool operators, fitters and turners and many other of these professions to  
replace those that would have gone to war (Fester 2006;  Abedian and Standish, 1992 
and Natrass, 1981). So benefited the economy due to amounts of skilled labourers 
though largely limited to white labour. This was all to come close to nought when the 
Nationalist Party took over governance in 1948, scrapping the programme, particularly 
because they would have been peeved by Smuts’s support of the allies in the war.  
 
2.2.3 The creation of the technikon sector 
When the National Party of Danie Malan came to be the governing party in 1948, there 
had been an investigation by a commission into technical and vocational training, 
ostensibly to look at improving the system, but the first two decades of nationalist rule 
saw a decline in the importance of the technical college system to the effect that 
technical education became school-based and moved to rural Afrikaans schools and 
away from urban technical colleges where it was needed most, whereas it had 
previously been a post-school qualification (Fisher et al., 2003). The college system 
became language based, English and Afrikaans, came under full state control and lost 
the autonomy and business support that they previously received and by an Act of 
parliament, the Vocation Training Act of 1955 came under the control of the Minister for 
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Arts and Science. State funding was sharply reduced leading eventually to a shortage of 
skill for the rapidly growing economy (Fester, 2006; Sooklal, 2005 and Fisher et al. 
2003).  
 
Fortunately for the country and its economy, the government soon realised their fault 
and training for technicians was promoted and by 1958 there was a Chamber of Mines 
sponsored programme, which became a precursor to the adoption of the Advanced 
Technical Education Act of 1967 that removed the urban technical colleges which were 
to be replaced by colleges for advanced technical education which were later to be 
called technikons. There were very few of these institutions, six in fact by 1969, with a 
total enrolment of 23 000; a far cry for the 35 000 that were enrolled at only one 
technical college in earlier years. The colleges were racially based and lacked 
independence or any kind of autonomy. Enrolments at so called black technikons 
remained very low throughout the growth years of the sixties and seventies with the 
country plagued by racial and ideological engineering of the day (Fester, 2006; Sooklal, 
2004; Fisher et al., 2003; Asmal, 2001 and Department of Education, 2001).  
 
2.2.4 Transforming technical colleges into FET Institutions 
The expansionary Education and Training Act of 1979 and the influential Human 
Sciences Research Council (HSRC) report on Education provision in South Africa tried 
to provide some measure of reassurance that the state was attempting to come to grips 
with the true causes of stagnation and crisis in the education system (Nasson, 1990). 
These, posits Nasson (1990) further, together with the HSRC Work committee report on 
Technical and Vocational Education became documentation that would lead to the 
insistent thrust upon placing technical and vocational training on a firmer basis. They 
were soon to be followed by recommendations of the so called De Lange Commission; 
which recommended the putting on the statute books of the Technical Colleges Act to 
allow for the provision of skills training to people who may not have gone through 
compulsory schooling. Due to large scale support by business and unions, this led to 
colleges becoming state aided (Fester, 2006; Sooklal, 2004; Nasson, 1990 and Samuel, 
1990). 
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 The continued growth of the economy and the industrial policy of the time that promoted 
decentralisation of industry to so-called homeland border areas saw an increasing 
demand for skilled labour even amongst African due to some of the industries moving to 
these border areas due to the incentives provided by the government. However, there 
was a lot of worry displayed by the unions and some of the employers because of what 
had become the narrowing of the concept of skill in the De Lange commission 
definitions. It was also a concern that the African worker that was attracted from the 
labour pools that were the homelands, were not allowed to occupy some of the 
positions that required apprenticeship and technical training. This was a particularly 
sore point for the now growing non-racial union movement which was begging to put 
pressure on the government for training opportunities for non-white workers and 
improvement in their working conditions (Fester, 2006; Sooklal, 2004; Department of 
Education, 2001 and Natrass, 1981).  
 
Eventually, the government of the day acceded to this pressure and began to provide 
some level of vocational training to African, Coloured and Indian people in what were to 
be called state-aided technical colleges. These colleges were set up along racial lines 
as it was with education in general during the apartheid days, the funding was also 
discriminatory and would have given less spend per student at these new institutions 
than that that was being spent at so-called white colleges (Department of Education, 
2001; Pillay, 1990). It was the formation of these colleges that were to be the seed for 
the formation of what is now referred to as the public Further Education and Training 
Institution/College.  
 
2.2.5 The rationale for the restructuring of the sector and the merging of the FETs 
The work done by Nasson and Samuel (1990) and by Pillay (1990), shows evidence 
that part of the struggle against the apartheid system was played out in the classrooms 
and in the education sector in general. This was due to the inequalities that were 
brought on by the government policies since the formation of the union. It is not a 
surprise then that education continues to be at the top of the government agenda from 
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the outset of the democratic dispensation. Quite clearly, the government sought to 
tackle this issue with the mission to correct inequalities of the past and create a system 
that will support the growing economy and the new types of manufacturing jobs that 
consistently require more and more skilled persons to operate the complex machinery 
that is utilised in industry.  
 
The ANC, in its policy documents, particularly two styled A policy Framework for 
Education and Training and another Implementation Plan for Education and Training 
together with their Reconstruction and Development Program proposals, formed the  
basis for the democratic government’s policies for education and training and were to 
later inform the policy proposals of the Department of Education as contained in the 
White Paper on Education released in 1995 and future policy enhancements such as 
those proposed in later years such as 2001 and 2003 (Fester, 2006; Department of 
Education, 2002, 2001 and 1995 and ANC, 1994). It became important that the policy 
proposals deal not only with the imbalances of the past but more importantly, the 
challenges of how the country is prepared for the future in relation to the economy and 
its needs. The policies had to deal with concerns such as the need for human resource 
development and the drive for equity in education. Globalisation of the world economy 
became a major factor as a result (Fisher et al., 2003 and Christie, 1996).  
 
The above and the pressures to push vocational education and training to the next level 
so as to be adequate for and sustainably supply skilled labour to growing and advanced 
manufacturing practices meant that there had to be a strategic shift in the thinking about 
this matter and it became the beginning of the end for technical colleges and the 
beginnings of a new era of FETs. This would be achieved by building a new system, 
structure and procedure to establish such new institutions to stay up with the global 
trends which seek to integrate education to a level where the vocational stand is 
strengthened through specialised vocational institutions themselves. This is also born 
out of the world wide debate of the time on the scrutiny placed on the relationship 
between general and vocational education especially post the compulsory level of 
schooling (Department of Education, 2001 and Christie, 1996). The idea therefore, was 
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to also increase access to lifelong training opportunities which would contribute the 
productivity in the economy and lead to increase earning potential of people and 
improve the general quality of life (Department of Education, 2001 and Abedian and 
Standish, 1990).  
 
It was time to end countless previous debates about an education system that lacked 
integration to an extent that it produced work seekers that in no way were adequately 
understanding workplace issues due to top heavy general education, the dichotomy was 
that those who had been in the trade training, had a low level of general education, 
hence the need for an integrated approach even in these new institutions that were to 
replace the old technical colleges. All these debates spawned what became White 
Paper 4: A programme for the Transformation of Further Education and Training which 
was released by the Department of Education in 1998 (Fester, 2006; Sooklal, 2004; 
Department of Education, 1998 and Christie, 1996). This white paper was later to 
become The National Strategy for Further Education and Training 1999-2001: Preparing 
for the twenty-first century through education, training and work.  
 
This strategy would lay the foundations for the new approach and objectives for a 
systemic change to the way learning and teaching happens at FETs, how they would 
develop as organisations and the planning they would do, how they would be 
resourced, monitored and evaluated. The strategy was developed in such a way that it 
was in line with the new government’s transformation agenda (Fester,2006; Sooklal, 
2004; Department of Education, 2001, 1999, 1998 and Christie, 1996). Deeply 
embedded within the strategy was an integrationist approach that Christie (1996) has 
referred to, which would attempt to deal with the inadequacies of levels of general 
education for those who decide on technical education and training.  
 
While the Further Education and Training Act of 1998, the White Paper 4 and the 
national strategy referred to above were at the forefront of developing a nationally co-
ordinated FET system and setting up new national curriculum for learning and teaching, 
the disparate system remained and the need to transform previously racially segregated 
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technical college system into one became of the essence. It was at this stage that the 
1999 strategy of the department of education became implemented leading to the 
development of A New Institutional Landscape for Public Further Education and Training 
Colleges. This provided the basis for the transformation sought above and in turn 
resulted in the establishment of fifty (50) new institutions out of the just over one 
hundred and fifty (150) that existed on a racial basis before (Akoojee, 2009 and 
Department of Education, 2001 and 1999).  
 
What then was the rationale behind the consolidation of so many diverse institutions of 
very different backgrounds into just a third of their previous number? Primarily, it was 
the recognition that education and training, in line with international trends, was the 
essential element in the drive to develop human resources and improve standards of 
living. This was to be recognised in the state of the nation address made by President 
Mbeki in 1999, noting that education and training were decisive drivers in our efforts to 
building a winning nation. Part of the rationale was that there was a need to become 
more responsive to development goals and to labour markets, to develop better 
partnerships with industry through the design of the curriculum to be in line with industry 
needs. Further to this it became important to have national co-ordination of the FETs 
while they still maintained their autonomy. The new strategy was to further address the 
issues of equity in the system and access to institution by previously disadvantaged 
persons while still providing higher quality of learning and also improving student 
support (Akoojee, 2009 and Department of Education, 2001).  
 
The debate continues as to whether the reality of making the FETs adequately 
responsive to the skills challenge has been successful, the reorganising of the FETs has 
been successful in some ways particularly from a learner access and participation 
perspective. Where previously, vocational training for blacks had been presumed to 
prepare them for work appropriate to and defined by the colour bar laws and whereas 
prior to the democratic dispensation enrolment comprised of 67% white students, by 
2002 this had changed with Africans comprising 74% of the enrolment; which spoke to 
the transformation success of the project. Blacks were also now exposed to a more 
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equitable delivery of education in this sector (Akoojee, 2009). The sector is not without 
its problems and continues to face tremendous challenges particularly in whether they 
are delivering on their primary mandate of delivering skilled labourers to the market. 
One of these challenges is the learnership program which this research will seek to 
understand in the next chapter and whose success will be investigated in further 
chapters.  
 
2.3 CONCLUSION 
This chapter sought to present a landscape of the history of the FET sector through the 
depiction of the history of technical colleges and the political contexts and contestations 
that  informed how the sector was governed and how there were changes that were 
brought about at different stages to fit in with the dominant politics of the day. The 
development of technical training was also outlined to an extent that the formation of the 
technikons was shown. An indication of what could have led to the many difficulties that 
the sector continues to grapple with and that successive governments and Ministers of 
Education have been trying to rise above in trying to transform the system were also 
outlined, including the rationale for the consolidation of the sector through an integrated 
approach to teaching and learning and the merging of previous institutions. In the next 
chapter, the concept of learnership, particularly in relation to their application by FETs 
will be explained.  
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CHAPTER THREE 
LEARNERSHIP PROGRAMMES 
 
3.1 INTRODUCTION 
In this chapter the concept of the learnership is introduced, the programmes and 
statutory framework on which the learnership is based are overviewed. The learnership 
will also be described and its characteristics will be interrogated together with setting out 
the benefits of learnerships and the challenges encountered by these programmes. The 
legislative requirements pertaining to the development of skills in South Africa and for 
the implementation and assessment of learnerships will also be outlined.  
 
3.2 OVERVIEW OF LEARNERSHIP PROGRAMS AND THE LEARNERSHIP 
CONCEPT 
In April 2003, the cabinet agreed that as from no later than March 2005, all work-based 
education and training programmes that result in a qualification on the National 
Qualifications Framework(NQF) would be learnerships (du Toit, Serfontein, & Dealers, 
2005). In their work produced by Asmal (2001), the Department of Education, indicated 
that they were developing the curriculum framework for FETs as a single national 
framework for schools, colleges and private providers and that consistent with the NQF, 
the FET should be outcome-based and learner-centred, with unit standards and 
registered programmes drawn from twelve fields of learning. It would lead to a single 
certificate, the Further Education and Training Certificate (FETC). The number of 
subjects available would be reduced in line with national needs and international trends 
and in the interest of most learners. It would, it was postulated, make delivery more 
manageable and more effective; the assessment would incorporate classroom-based 
(continuous) assessment as well as externally based (work-based) assessment. It is 
therefore fair to say, as Naicker (2006) does, that learnerships are a new 
paraprofessional, vocational education and training programmes. Janse van Rensburg 
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(2009:xiv) defines a learnership as: “A learnership is a training programme whereby 
theory and practice are combined to culminate in a qualification and/or credit(s) that is 
registered on the National Qualification Framework”.  
 
The concept of the learnership itself had already been introduced through the Skills 
Development Act, 1998 (SDA); modelled much on the apprenticeship traditions but not 
limited to the traditional trades (Fester, 2006). The SDA sought to introduce a new 
approach to the promotion and development of work-related skill in a South Africa that 
was yearning for skilled labour and learnerships were perceived as central to the 
integrated skills development system (Naicker, 2006). Learnerships are distinctive in 
that the emphasis is on the outcomes of the programme, given that it combines both 
theory and practice, it also means that assessment is done on a continuous basis. A 
learnership cannot exist without on the job practice with the intension being that the 
learner will learn an occupation only by practicing all its aspects under the watchful eye 
of an experienced and qualified industry expert (du Toit, Serfontein, & Dealers, 2005; 
Department of Education, 2002). Naicker (2006) goes on to indicate that the 
qualifications are based on registered unit standards.  
 
Citing a 1997 Green paper and the 1998 SDA, Vollenhoven (2007), states that the 
learnership has a three-fold purpose. Firstly that they are aimed at providing workplace 
learning in a more structured and systemic form and that formalised learning shall be 
provided by accredited colleges, such as FET colleges; secondly that these 
programmes seek to link structured learning to multiple sites of work experience and 
finally, that all this training must culminate in a nationally recognised qualification so as 
to arm the learners with something to take to the job market.  
 
A person who successfully completes a learnership will have a qualification that signals 
occupational competence, recognised throughout the country. However, organisations 
and companies can only offer learnerships if they are accredited by an Educational and 
Training Quality Assurance body, (ETQA) as a workplace training provider. Whereas, 
previously, training outside of the apprenticeship in the workplace occurred in a very 
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informal manner, the learnership concept seeks to formalise this training and provide 
certification for those who are already employed and those who are in the job market 
(Naicker, 2006; Fester, 2006; du Toit, Serfontein, & Dealers, 2005).  
 
For a learner to qualify through a learnership, they are assessed against occupational 
standards registered on the NQF; which have been agreed to by industry stakeholders 
in advance. Learnerships are based on a legally binding tri-partite agreement between 
the learner, an employer and a training provider. This is to ensure the quality of the 
training and to protect the integrity of the qualification, because learnerships go beyond 
traditionally offered formal education and work related training and include a wide range 
of clustered learning intended to provide portability and employability post training. This 
therefore gives the learner an opportunity to seek employment in the formal sector or be 
self-employed (Vollenhoven, 2007; Fester, 2006 and Naicker, 2006).  
 
It is often a feature of many discussions as to how learnerships differ from 
apprenticeships. Firstly, the apprenticeship model had what Vollenhoven (2007) refers 
to as ‘very vague requirements regarding the linkage between theoretical training and 
work experience’. That the minimal level of theoretical training was often unrelated to 
the practical training and often with little supervision or structured induction into skilled 
work whereas learnerships put a lot of emphasis on the two aspects of structured 
learning and workplace training. This is because learnerships are informed by the view 
that the core theoretical component consisting of language and numeracy training, plus 
the contextual understanding that gives breadth and depth to the learner about the 
chosen occupation, ensures that the learner achieves the required competence to take 
on the rest of the practical side of the qualification and is then better equipped with the 
best competencies of the occupation as a whole (Naicker, 2006 and Griesel, 2005). 
Vollenhoven (2007) further posits that there is emphasis on the workplace training and 
that it is a key component. Further to this, Vollenhoven (2007) surmises that the 
implication is that the theory component has to have a strong link with the practical side 
of the learning and to the workplace environment, that the two components may not be 
isolated from each other and must be seen as ‘a form of integration’.  
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 The fact that learnerships create an employment contract between the learner and an 
employer needs to be explained. As Fester (2006) correctly points out, the tri-partite 
contract signed between the learner, the employer and the training provider does not 
alter in anyway the status quo of any other contracts that may or may not exist prior to 
signing in terms of the SDA. To quote Fester (2006:29): “In practice, this means that the 
empoyer cannot terminate the employee’s employment contract when the learnership 
contract is terminated (in the case of the learner being a permanent employee prior to 
such signing of learnership contract). If the learner was not in the employment of the 
employer when the learnership agreement was concluded, the learner and the employer 
must enter into a contract of employment if the learner is a  ‘pre-employed’ employee. If 
the learner is an ‘unemployed’ learner, the employer should enter into a contract of 
employment with the employee for at least the period of the employer’s commitment to 
the learnership agreement”. This essentially means that an ‘unemployed’ has a 
temporary employment contract which lapses at the end of the learnership and a new 
permanent employment contract would need to be negotiated between employer and 
employee should the employer be desirous of employing such employee.  
 
In terms of incentives for the business market to enter into these agreements the 
Business Leadership South Africa (2006)(BLSA) did a study that concluded that the tax 
breaks and learnership grants that are provided are seen as below aggregate compared 
to the costs bourne by business in providing this training. This is particularly so in terms 
of the administrative burden and the infrastructural requirements. Though the 
Department of Labour concludes, according to Fester (2006), that the costs and 
benefits of increasing the pool of skilled people will improve the overall investment 
climate and contribute to rising prosperity, that training people, particularly present 
employees will reduce the cost of having to recruite already skilled personnel at a 
premium rate, Business Leadership South Africa (2006) reaches a different conclusion 
in that it finds that the process has more costs than benefits and some have even 
refered to the processes as a ‘nightmare’ due to the complex bureacratic process 
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surrounding the establishment of learnerships and the fact that the enrolment and 
assessment of learners are a major barrier to expanding learnerships. 
 
3.3 THE CHARACTERISTICS OF LEARNERSHIP PROGRAMS, THEIR 
BENEFITS AND CHALLENGES 
Citing extensively from the SDA (1998), Janse van Rensburg (2009) differentiates a 
learnership from other skills development programmes by noting the following 
characteristics: 
A learnership: 
• is able to assist an employed person to improve skills, have an existing skills set 
recognised and assessed, and to gain a qualification; 
• is designed particulalry for the assisstance of unemployed people to gain access 
to the world of work; 
• can be in any field and be of a varied duration; 
• combines work experience and structured learning (theory and practice); 
• requires that the learner works for an employer for an agreed time during the 
programme, under and employment contract; 
• exists where the learner is registered with an accredited training provider; 
• involves a learnership agreement between the learner, the education provider 
and the employer; 
• requires that a registered assessor evaluates the work experience, recognises 
this as contributing to the qualification and considers this component to be at 
least thirty (30) percent of the programme; 
• is where an accredited training provider evaluates the structured learning 
component, recognises this as contributing to the qualification and considers this 
to be at least thirty (30) percent of the programme; 
• results in  a South African Qualification Authority registered qualification; 
• is registered by the Sector Education and Training Authority (SETA) with the 
Department of Labour. 
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 Citing the work done by Christopher Vorwerk, Vollenhoven (2007) and Fester (2006) 
note that it is the methodology of delivery that sets the learnership apart from other 
training methods in that it is focused on the process by which learners become 
competent rather than the content that is presented to them, it is its learner centredness 
and the fact that it is outcomes-based that differentiates the learnership and this is what 
has become known as applied competence and integrated assessment in that the 
learner has to, in the end, demonstrate their ability to perform the outcomes for which 
they have been trained.  
 
Further to this, Fester (2006) indicates the following other characteristics that the 
learnership model embraces: 
Learnerships 
• are demand led; 
• cover any occupation in which work-based learning paths are viable; 
• are intended for a broad group of learners across a broad range of economic 
sectors and occupations; 
• involve partnerships and cooperation between workplace contexts to provide 
learners with the necessary spectrum of work experience, these contexts go 
beyond the large, corporate segment of the economy to include, amongst others, 
Small Medium and Micro Enterprises (SMMEs) and the voluntary service context; 
• are future orientated – they prepare learners for current work and for life-long 
learning by including abilities and skills that are important for any future 
occupation; 
• include general education components that are socially relevant and personally 
enhancing, as well as important national issues like HIV/Aids.  
 
What then are the benefits that result from this differentiation of the learnership 
programme from other training concepts? Janse van Rensburg (2009) lists the following 
as the most telling of the benefits that will flow from learnership programmes, and these 
include: 
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• the facilitation of skills development within the workforce; 
• an increased number of skilled workers in the labour market pool and, in 
particular, increased levels of skills in previously unemployed learners; 
• improved employment prospects for previously disadvantaged persons; 
• enabling individuals with the necessary skills to become self-employed through 
new-venture creation; 
• the provision of assistance to work seekeers to facilitate their ability to find work, 
and to provide and regulate employment services; 
• the receipt of an NQF registered qualification; 
• the provision of financial benefits in the form of pay incentives and skills 
development grants; 
• increased levels of investment in education and training by both employers and 
employees; 
• assurance of quality of education and training both in and for the workplace; 
• encourages commitment to employment equity and transformation in the 
workplace; 
• increased productivity, performance and worked days due to increased 
motivation; 
• increased market share opportunities due to a skilled workforce; 
• greater contribution from a more participative workforce therefore contributing to 
the economic growth and development of the country. 
 
However, it is also true that the program faces a plethora of challenges and has, 
according to some writers like Lolwana (2011 and 2005), not delivered due to the 
misunderstood complex relationship between the labour market and education and 
training. Lolwana (2005) points out that while reforming education, such as has 
happened with the SDA and the introduction of learnerships, it improves performance of 
firms, industries and national economies. The poor understanding of this complex 
relationship and the fact that developing countries adopt conceptual models from richer 
countries; often fail in the original countries and in adoptive countries. Lolwana (2011 
and 2005) surmises that the problem is often that scant attention is given to the 
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‘academic’ side of the training and that industries and institutions have the problem of 
developing separately.  
 
Further to the policy failures that are alluded to by Lolwana (2011 and 2005), there are 
other challenges that stand as impediments in the path to effective and efficient 
implementation of learnerships. The Manufacturing Engineering and Related Services 
Education and Training Authority (MERSETA) in their report dated September 2008 
named “Impact Assessment of Learnerships and Apprenticeships” identifies some of the 
challenges that have plagued the programme for some years now and have yet to be 
overcome, some of which are spiralling out of control. The challenges remain largely 
administrative, but there are also some structural challenges and challenges of attitude 
toward the learnerships.  
 
Among the administrative challenges identified by MERSETA (2008) are the following: 
• Take-up of technical training. Artisans are getting older and younger people 
need to appreciate the importance of technical training; 
• Quality assurance is important – not just numbers. More assessors are required 
to assure quality, but assessors require at least three years’ postgraduate 
training. One week’s training is not enough as some of the courses are done – 
they are too short to train assessors; 
• Provision at FET colleges is crucial and needs to be addressed. Venues for 
training are required to train 10 000 learners who must then be able do a trade 
test; 
• SAKE is required: skills, attitude, knowledge and expertise (SAKE); 
• Along with skills training an attitude must be cultivated or developed. An attitude 
of work ethics is required – pride in one’s work; 
• Skill is equal to knowledge (skill is knowledge and knowledge is skill). Theory 
needs to be applied in practice, but theoretical knowledge is not skill; 
• Expertise is required. Experts are needed to transfer the necessary skills. In 
South Africa experts from the United Kingdom (UK) or experts who had mastered 
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the English language were required to transfer skills. Experts from abroad need 
to be attracted by tax incentives or tax breaks; 
• The program is still viewed as being a burden on the admin resources of 
particularly small firms as there is a lot of government ‘red tape’; 
• It is seen as a financial burden and employers are confining training to the one 
percent skills levy budget; 
• It is a burden on the trainers and stretches already thinly spread human 
resources and as a result not many are willing to become mentors, trainers or 
coaches. This has an effect of causing unqualified staff to become the trainers. 
Further to the above, MERSETA (2008) points out the following other challenges of an 
administrative nature: 
• Measures to control the grant are needed, the employers and the training 
providers do not submit progress reports, some people are not being trained, and 
learners are disillusioned and no longer interested; 
• There are not enough training providers, so private institutions are used and not 
FET colleges. There are only four FET colleges in the region that are engaged in 
the learnership programme. Some of the training providers do not follow what 
needs to be done such as documentation and assessment; 
• People should spend more time on training, as production takes precedence over 
training; 
• The internal systems frustrate companies. The submission of contracts 
procedure takes time, CBMT systems 10-12, MERSETA takes time to send 
proper documentation to the company; 
• Commitment to training. There is lack of knowledge about skills development and 
competency. On the other hand, the universities do not have the capacity to run 
the learnership programme. There is a controversy over the quality of artisans, 
and over what the University of Technology requires and what the learner needs; 
• Managing the human resources practitioner with the necessary skills in regard to 
coaching/mentoring to assess the potential of the managers on training. The 
supervisors should also understand that training artisans is not about getting rid 
of them, it is about developing the country. 
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 MERSETA (2008) continues to find that problems of a structural nature continue to exist 
in that learners are entering learnerships on an uninformed basis with a mindset that is 
not aligned to workplace training requirements. It is also found that due to poor selection 
procedures and poor support mechanisms, there is a low completion rate that 
MERSETA puts at 20%. There continues to be a lack of understanding of the link 
between qualifications and occupations by industry in that employers fail to understand 
what skills and knowledge their workers will receive from the qualifications. On the 
learner side, there continues to be a mismatch between programmes selected by 
learners and the skills requirements of their chosen industries.  
 
MERSETA and other SETAs in general continue to encounter problems of a misplaced 
negative attitude, lack of confidence in and motivation towards training through 
learnerships from the side of industry. There is a tendency, MERSETA has found, for 
firms to simply shift the blame to the SETAs for the lack of skills in the market and the 
blame for the maladministration of the learnerships is placed squarely at the door of the 
SETA concerned. The continued industry view of seeing SETAs as part of government 
means that they are viewed as ineffective and fraught with fraud and corruption. There 
is a view in industry that there are no tangible benefits from pursuing of learnerships by 
firms as learners do not end up with a qualification as they drop out due to poor support. 
The general view is that learnerships are also an administrative burden and time 
consuming. Learners view the programmes with suspicion also in that there is a 
perception that MERSETA has found that these learnerships favour individuals with 
previous experience and that even having successfully completed a learnership 
qualification, there is no guarantee of securing permanent employment.  
3.4 STATUTORY REQUIREMENTS FOR SKILLS DEVELOPMENT AND 
LEARNERSHIP IMPLEMENTATION 
In this section of the treatise, the legislation pertaining to the skills development of 
South Africa will be overviewed without going into depth. As indicated in 3.2 above, the 
learnerships were first introduced when the Skills Development Act was promulgated in 
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1998. The SDA was soon followed by a plethora of other policies and statutes which will 
be briefly described below together with the rationale behind those laws and policies. It 
is important to be reminded that the SDA was proclaimed, as Vollenhoven (2007) puts it, 
to provide an instituational frame work to devise and implement national, sector and 
workplace strategies; to develop and improve the skills of the South African workforce 
and; to integrate those strategies within the NQF according to the South African 
Qualifications Authority Act of 1995 (SAQA); to provide for learnerships that lead to 
recognised occupational qualifications; to provide for financing of skills development by 
means of a levy-grant scheme and a National Skills Fund (NSF); to provide for and 
regulate employment services and to provide for matters connected therewith.  
 
The genesis as it were, of the reforming of the education and training system in South 
Africa post liberation, was the SAQA. Its aim is “To provide for the development and 
implementation of a National Qualifications Framework and for this purpose to establish 
the South African Qualifications Authority; and to provide for matters connected 
therewith” (Republic of South Africa, 1995:1). Essentially the purpose of this legislation 
was to improve the quality of learning and towards improving skills, training and 
development. According to the SAQA Act of 1995 set out to develop and implement the 
NQF and also established the objectives of the NQF were to: 
• create an integrated national framework for learning achievements; 
• facilitate access to, and mobility and progression within education, training and 
career paths; 
• enhance the quality of education and training; 
• accelerate the redress of past unfair discrimination in education, training and 
employment opportunities; and thereby 
• Contribute to the full personal development of each learner and the social and 
economic development of the nation at large. 
Whereas the functions of the SAQA would be to amongst other things: 
• oversee the development of the National Qualifications Framework; and 
• formulate and publish policies and criteria for- 
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o the registration of bodies responsible for establishing education and 
training standards or qualifications; and 
o the accreditation of bodies responsible for monitoring and auditing 
achievements in terms of such standards or qualifications; 
• oversee the implementation of the National Qualifications Framework,including- 
o the registration or accreditation of bodies referred to above 
o and the assignment of functions to them; 
• the registration of national standards and qualifications; steps to ensure 
compliance with provisions for accreditation; and steps to ensure that standards 
and registered qualifications are internationally comparable; 
• advise the Minister on matters affecting the registration of standards and 
qualifications; and 
• be responsible for the control of the finances of the Authority. 
 
The SAQA Act and its setting up of the NQF and the SAQA ensured contribution to the 
full development of each learner and the social and economic development of the nation 
at large, the laws also call on the SAQA to perform tasks in consultation with and with 
the full cooperation of bodies tasked with carrying out education, training and 
certification (Janse van Rensburg, 2009). 
 
Flowing from the SAQA Act was the Skills Development Act of 1998; which set out to 
promote the skills development strategy in a flexible, accessible and demand-led 
manner (Janse van Rensburg, 2009). The purpose of the act and that which is to be 
achieved through the institutional framework devised is the following: 
• devise and implement national, sector and workplace strategies to develop and 
improve the skills of the South African workforce; 
• integrate those strategies within the NQF, as contemplated in the South African                                      
Qualifications Authority Act (No. 58 of 1995);  
• provide for learnerships that lead to recognised occupational qualifications;  
• provide for the financing of skills development by means of a levy-grant scheme 
and a NSF;  
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• provide for and regulate employment services; 
• provide for matters connected therewith. 
Further to this, the act encourages employers to: 
• to use the workplace as an active learning environment;  
• to provide employees with the opportunities to acquire new skills;  
• to provide opportunities for new entrants to the labour market to gain work 
experience; and  
• to employ persons who find it difficult to be employed;  
• to encourage workers to participate in learnership and other training 
programmes; 
• to improve the employment prospects of persons previously 
disadvantaged by unfair discrimination and to redress those 
disadvantages through training and education; 
• and to ensure the quality of education for and at the workplace.  
The Skills Development Levies Act of 1999 was introduced as a form of funding 
mechanism for skills development. The original Act established a compulsory 
levy equivalent to one percent of the payroll of employees for the purpose of this 
funding, the levies were to be collected by the industry appropriate SETA 
(Republic of South Africa, 1999). Whereas the original law imposed the levy on 
all and sundry, the law was later amended in 2005 to provide for exemptions and 
this has seen the number of contributing companies at only twenty seven percent 
in the MERSETA (Janse van Rensburg, 2009). 
The original National Skills Development Strategy was published soon after 
these laws so as to support economic and employment growth as well as social 
development (Janse van Rensburg, 2009), its vision included among other 
things, empowering and enabling individuals to acquire the skills and 
competencies that are in demand and that these be linked to a qualifications; and 
to give the citizenry the right to actively contribute to and participate in making 
decisions that affect investment and work. Skills development is about building 
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the capacity of people to enable them to engage in decisions regarding 
productivity, the organisation of work and technology, entrepreneurship, 
sustainability and growth (Janse van Rensburg, 2009).  
On January the 13th of 2011, Dr B. Nzimande, the Minister responsible for Higher 
Education and Training released what is now called the New National Skills 
Development Strategy III (NSDS). It is essentially an update of the previous 
versions of the strategy. In releasing this strategy, Nzimande (2011) indicates 
that “significant work was done during the periods of NSDS I and II and many 
important building blocks were put in place. However, the economy remains 
constrained by a severe lack of skills; and so the skills development system as a 
whole has not yet achieved what was expected”. This strategy draws on lessons 
learned from NSDS I and II. The key driving force of this strategy is improving the 
effectiveness and efficiency of the skills development system. This strategy 
represents an explicit commitment to encouraging the linking of skills 
development to career paths, career development and promoting sustainable 
employment and in-work progression. The emphasis is particularly on those who 
do not have relevant technical skills or adequate reading, writing and numeracy 
skills to enable them to access employment (Nzimande, 2011). 
The strategy promotes partnerships between employers, public education 
institutions (FET colleges, universities of technologies and universities), private 
training providers and SETAs, to ensure that cross-sectoral and inter-sectoral 
needs are addressed. The NSDS will be guided by, and measured against, 
several key developmental and transformation imperatives: race, class, gender, 
geographic considerations, and age differences, as well as disability and the HIV 
and AIDS pandemic. The department of Higher Education and Training will 
monitor and evaluate the role of all our institutions in the skills development 
system, guided by these key transformational priorities. Nzimande (2011) further 
posits that ‘the strategy places great emphasis on relevance, quality and 
sustainability of skills training programmes to ensure that they impact positively 
on poverty reduction and the eradication of inequalities. It focuses on eight goals, 
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each with accompanying outcomes and outputs which will be used as the basis 
for monitoring and evaluating NSDS implementation and impact’.  
The minister sets out the following eight goals for the strategy in an effort to 
improve the system and its outcomes and to provide for an ‘institutional 
mechanism that provides credible information and analysis with regard to the 
supply and demand for skills’ (Nzimande, 2011). The following are the goals of 
the NSDS as updated by Minister Nzimande and the department of Higher 
Education and Training:  
Goal 1: Establishing a credible institutional mechanism for skills 
planning 
It will ensure that the national need in relation to skills development is 
researched, documented and communicated to enable effective planning 
across all economic sectors. South Africa faces a shortage of intermediate 
skills, especially artisanal skills. The intention is to ensure that 10,000 
artisans per year qualify with relevant skills and find employment. 
In relation to higher level professional qualifications, whereas the 
enrolment and participation rate in our university sector is higher than that 
of the vocational education and training sector, it is still not producing 
enough appropriately skilled and qualified people in disciplines central to 
social and economic development. Many of the professional areas of 
study combine course work at Higher Education Institutions with 
structured learning at work. To give greater effect to such programmes 
and ensure greater employer participation, a PIVOTAL grant has been 
incorporated into NSDS III. The intention is that 10% of the mandatory 
grant will be dedicated to this initiative.  
Goal 2: Increasing access to occupationally-directed programmes, 
both intermediate level as well as higher level professional 
qualifications  
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It speaks to the above imperatives. The public Further Education and 
Training (FET) college system is central to government’s programmes of 
skilling and re-skilling the youth and adults of South Africa. Its 
transformation is key to the integration of education and training and 
responding to the skills needs in our country.  
Goal 3: Promoting the growth of a public FET college system that is 
responsive to sector, local, regional and national skills needs and 
priorities 
It will address challenges in this regard. This includes promoting 
partnerships between DHET, SETAs, employers, private providers and 
public FET colleges to increase capacity to meet industry and 
developmental needs of the country. 
Language, literacy and numeracy skills are fundamental to improved 
economic and social participation, productivity and social inclusion. In 
South Africa, there are approximately 3 million youths between the ages of 
18 and 24 years who are not in employment, education or training, have a 
poor educational foundation and are poorly prepared to undertake further 
learning.  
Goal 4: Addressing the low level of youth and adult language and 
numeracy skills to enable additional training 
It will develop a national strategy to provide all young people leaving 
school with an opportunity to engage in training or work experience, and 
improve their employability. 
Goal 5: Encouraging better use of workplace-based skills 
development 
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It seeks to address the training of employed workers in order to improve 
productivity and the overall growth and development of our economy. 
Skills development is not just about training people for employment; it 
must also empower people to create opportunities to make a living for 
themselves. NSDS III will support cooperative, NGO, small enterprise, 
community and worker-initiated skills development and training 
programmes. Similarly, the NSF will support credible and quality worker 
skills development, education and training programmes. This is 
highlighted in: 
Goal 6: Encouraging and supporting cooperatives, small enterprises, 
worker-initiated, NGO and community training initiatives 
Goal 7: Increasing public sector capacity for improved service 
delivery and supporting the building of a developmental state 
It addresses the challenge of public sector capacity. This is taking on 
renewed importance due to the affirmation by government of the need for 
a developmental state, capable of intervening in the economy to build an 
inclusive growth path.  
The final goal.  
Goal 8: Building career and vocational guidance. 
It addresses the lack of guidance to direct young people in particular to 
programmes for which they have an aptitude and which will provide 
training in areas needed in the economy. Implementing the NSDS III is a 
collective responsibility of all stakeholders and partners in skills 
development. We must remember the government’s slogan that 
TOGETHER, WE CAN DO MORE (Nzimande, 2011).                                                                                                                                                                                                                                                                                                            
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The strategic intent is for there to be active involvement by the ministry and 
department so that the system moves away from an exclusive focus on 
quantitative measures of impact and success, and instead, the monitoring and 
evaluation of this strategy will also focus on qualitative indicators, because it is 
important to evaluate the impact of the initiatives in this strategy and ensure that 
the programmes provided meet the required quality and relevance (Nzimande, 
2011). 
In order to facilitate the development and implementation of sector specific skills 
plans, the SDA established the SETAs whose main functions include: 
• general functions, including the implementation of sector skills plans; 
• learnership functions, including the promotion and registration of 
learnerships; 
• quality assurance functions; 
• financial functions, including the collection and distribution of the skills 
levies; 
• strategic functions, including labour market research and training needs 
assessment; 
• liaison function, including the promotion of partnerships (Janse van 
Rensburg, 2009). 
Another key role of the SETAs is to identify workplaces for practical work 
experience, supporting the development of learning materials and improving the 
facilitation of learning. It is also to assist in the conclusion of agreements and the 
registering thereof (Republic of South Africa, 1998). The SETAs also monitor that 
firms that provide workplace training have well developed plans for this purpose. 
These plans, referred to as Workplace Skills Plans (WPSPs), describe an 
organisation’s needs, which skills are needed in an organisation, who are the 
individuals that need the skills and the how of obtaining those skills for the 
organisation and for the individuals together with the costing of acquiring those 
skills. These WPSPs when submitted to their respective SETAs, provide the 
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basis for a sector skills plan and enable for better planning by the country as a 
whole (Janse van Rensburg, 2009). 
3.5 THE IMPLEMENTATION AND ASSESSMENT OF LEARNERSHIP 
PROGRAMS 
Learnerships are registered with a SETA and have their qualifications registered on the 
NQF by SAQA. Once this has happened, employers enter into learnership agreements 
with learners and rope in a learnership provider such as an FET so that the learnership 
provider may facilitate the theoretical part of the learnership, while the employer will 
supply the practical part of the program. The model requires that an employer be 
awarded an allocation for learners undergoing specific learnerships and must submit 
letters of intent to the SETAs. After the employer is vetted and granted the status of an 
accredited workplace trainer, recruitment of learners may begin (Ryan, 2011).  
 
According to Ryan (2011), the learnership is made up of unit standards which add up to 
150 points being made up by 36 points for the Fundamental component, 90 for the core 
component and 24 for the elective component. The fundamental component as 
indicated earlier in this chapter consists of literacy and numeracy, whereas the core 
component consists of the workplace experiential training. The elective components is 
just that, elective courses that learners may find relevant to the job and workplace but 
which are not core to the occupation such as basic business studies, HIV/Aids 
awareness and others.  
 
3.6 CONCLUSION 
This chapter introduced the concept of the learnership, the programmes and statutory 
framework on which the learnership is based and that are its source were overviewed. 
The learnership was also be described and its characteristics were interrogated. The 
benefits of learnerships and the challenges encountered by these programs were laid 
out, including some arguments against the present direction of the learnership model. 
The legislative requirements pertaining to the development of skills in South Africa and 
for the implementation and assessment of learnerships were outlined and the purpose 
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of the legislation and institutions set up by such legislation were listed in detail. The 
chapter also dealt with the contemporary strategy by government in how the state seeks 
to improve the way the skills development sector operates. The next chapter will discuss 
the research design and the methodology paradigms utilised in this research project. 
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CHAPTER FOUR 
RESEARCH DESIGN AND METHODOLOGY 
 
4.1 INTRODUCTION 
The aim of this chapter is to explain the research design, methodology and methods of 
data collection and to describe the instruments and methods that will be used in this 
research project. A justification of such instruments and methods will be given 
discussing the aspects in some detail. Whilst the previous two chapters explored the 
views of various authors on the subject of vocational education and training and 
learnerships in particular, this chapter will outline the framework which was employed in 
collecting data, choosing a sample, and how this data will be analysed.  The focus of 
the research design and methodology will be to answer the main research problem, i.e. 
“Learnership delivery by an FET institution in the Nelson Mandela Bay area from 
learners’ perspective is ineffective.”  
4.2 RESEARCH PARADIGM 
Collis and Hussey (2009) posit that there are two main research paradigms namely: 
positivism (quantitative) and phenomenological (qualitative). They further argue that 
whilst the literature often presents the two paradigms as two polarised paradigms, they 
are actually two extremes of a continuum with a whole range of stages in between; and 
that there are very few who would operate within their pure forms. Be that as it may, 
research should be a rigorous, thorough and systematic process focused on addressing 
a specific problem and therefore requires that careful considerations be given to the 
methodology applied to conduct such research, such methodology or paradigm being 
the overall approach to the research process, how data are collected and analysed 
(McNeill and Chapman, 2005). 
 
Collis and Hussey (2009) define paradigm as the progress of scientific practice based 
on people’s philosophies and their assumption about the world and the nature of 
knowledge. In terms of research, the authors assert that one’s basic beliefs about the 
44 
 
world will be reflected in the way one designs one’s research, how data is collected and 
analysed, and even the way the dissertation is written. Neuman (2003) on the other 
hand posits that the term paradigm refers to a basic orientation to theory and research 
and involves assumptions, important questions that need answers and research 
techniques to be utilised.  
 
The phenomenological paradigm seeks to understand people’s perceptions, 
perspectives and complex situations through exploration and based on the belief that 
the researcher is able to interpret what is being studied using a considerable amount of 
inductive reasoning, this paradigm is regarded as complex as it is difficult to quantify 
and has low reliability as it utilises small samples and produces qualitative data that are 
regarded as subjective (McNeill and Chapman, 2005). 
 
A positivistic paradigm has its origins in the natural sciences and was developed by 
Augustine Comte. It emphasizes empirical data, reasoning and the use of scientific 
principles to explain social phenomena and it rests on the assumption that social reality 
is singular and objective, and is not affected by the act of investigating it. The research 
in the positivistic approach involves a deductive process with a view to providing 
explanatory theories to understand social phenomena (Nardi, 2006).  
 
Further, a positivistic paradigm is looking for facts or causes of phenomena, focused on 
quantitative data through questionnaires, interviews, focus groups and experiments with 
little regard to the subjective state of the individuals being questioned or interviewed, 
thus logical research is applied to the phenomena. It is used to answer questions about 
relationships between variables, the purpose being to explain, predict and control 
phenomena with the intention being to establish, confirm or validate such relationships 
and develop generalisations that contribute to theory and learning (Nardi, 2006; Leedy 
and Ormrod, 2005; McNeill and Chapman, 2003).  
 
The purpose of this study is to assess the effectiveness of the learnership programs at 
an FET college and understand learners’ perceptions of the subject being studied and to 
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determine whether there is a relationship between the participation in a learnership 
program and improved opportunities for employment in industry or participation in 
industry through starting a small business inspired by the program.  
4.3 RESEARCH DESIGN: THE SURVEY 
A design for research is the plan and structure postulated to find answers to research 
questions. The structure is a framework, organisation or configuration of the relations 
between the variables of a study, while a research plan is the overall programme of the 
research (Cooper & Schindler, 1998). Research designs are a framework or blueprint 
for conducting research whereas research plans encompass an outline of what the 
researcher will do, from drafting hypotheses and their implications to the final analysis of 
data.  
 
A design expresses both the structure of the research problem and the plan of 
investigation used to obtain empirical evidence on the relationship between the 
problems (Nardi, 2006). However, before the research design is built, the research 
paradigm and a research topic need to be determined because the paradigm has critical 
implications for the choice of research questions, methodology, and instruments of 
collecting data (Collis and Hussey, 2009; Cooper and Schindler, 1998).  
 
Leedy and Ormod (2005) define a survey as either a qualitative or quantitative process 
involving acquiring information about one or more groups of people by asking them 
questions and tabulating answers, the goal being to learn about a larger population by 
surveying a sample of that population. Neuman (2003) mentions that a survey often 
utilises a sample or small group but generalises the results to the larger group from 
whence the sample comes.  
 
4.3.1 Data sources 
 
Collis and Hussey (2009) refer to two sources of data in their work, being primary and 
secondary data. Primary data are collected in an uncontrolled situation through 
questions and observations or through experiments in a controlled situation. They refer 
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to secondary data as data that is already in existence and can be obtained from 
documents such as books, journals and other media. For this study, a combination of 
both primary and secondary data has been utilised.  
4.3.1.1 Primary sources 
The study is based on the perceived outcomes of an FET institution in the Nelson 
Mandela Bay area. The investigation is into the effectiveness of the learnership 
programs from the point of view of FET graduates. As such, the primary data will be 
collected through questions in the form of a survey of FET graduates.  
4.3.1.2 Secondary sources 
Literature, including books, published reports and articles, speeches by political leaders 
and other research previously done on the subject of learnerships and FETs was 
evaluated for the purpose of this study. A combination of both primary and secondary 
data was used for this study.  
4.3.2 Question Design and the measuring instrument 
In the present study a self constructed questionnaire consisting of close-ended 
questions with a range of answers will be used to collect the data. No other measuring 
instrument, but for a self-constructed scale, that is presently available to measure 
human perception has been found to be appropriate for the study postulated in this 
proposal.  Primary data was gathered from graduates using a self-administered 
questionnaire distributed to several graduates of the college who are now working, 
running their own businesses or unemployed.  The scale was based on a number of 
closed-ended questions anchored on a five-point Likert scale ranging from Strongly 
Disagree to Strongly Agree. This method allows for a score to be allocated to the scale 
and for computing the scores through adding the number of responses given by the 
respondents. This enables the study to collect positivistic primary data so as to establish 
a link or lack thereof between the learnership programs and success in industry either at 
obtaining employment or starting one’s own business.  
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4.4 THE SAMPLE 
Collis and Hussey (2009) defines a sample as being made up of some members of a 
population. A population on the other hand refers to a body of people under 
consideration for research purposes. In a positivistic study, a good sample is one in 
which results found can be taken to be true for the whole population.  
 
The target population for this study is all the former students at an FET college in the 
Uitenhage area of Nelson Mandela Bay who were on a learnership through the college 
over the past two years. It has proved to be quite difficult to track down graduates who 
are no longer directly involved with the college, about one thousand four hundred 
(1,400) in number as they are spread throughout the province and country, as such we 
have restricted our sample to those still found in the Nelson Mandela Bay area. As such 
a survey was conducted among the graduates who are already in the industry having 
qualified from the college.  
 
At present, sixty eight (68) graduates that are resident in the Nelson Mandela Bay area 
have been identified; this can be regarded as a reasonable sub-sample of the larger 
population. The study is to be conducted via physical distribution of the questionnaires 
to the subjects that are being surveyed. Of the sixty eight questionnaires given out, forty 
three (43) have responded reflecting a response rate of just over sixty three per cent 
(63%); this is depicted in Figure 4.1 below.  
 
FIGURE 4.1: SURVEY QUESTIONNAIRE RESPONSE RATE 
 
 
63% 
37% 
Total Received Total Outstanding
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4.5 DATA COLLECTION AND ETHICS 
Primary quantitative data was collected via a survey conducted through a self-structured 
closed-ended questionnaire. The questions were based on a Likert-scale of five from 
which the respondents have made a selection. The questionnaire was split into the 
following sections for ease of reference, with the latter five being our sub-problems to 
the main question of the study: 
• Graduate demographic information; 
• Theoretical content; 
• Workplace learning; 
• Technical competence; 
• Employment and career prospects; and  
• Challenges and benefits.   
 
Questionnaires were physically delivered to the chosen sample of graduates together 
with a covering letter requesting participation in the study and also outlining the purpose 
of the study. The letter also sought to assure all the participants of their confidentiality 
and the unanimity.  
4.6 DATA ANALYSIS 
According to Nardi (2006) and Collis and Hussey (2009), the findings of the research 
can be said to be reliable if a repeat of the study would yield the same results. In terms 
of data collection, reliability of this study will be enhanced by standardisation of the 
questionnaire to be distributed across the sample. All the variables will be measured by 
calculating the mean scores for the responses to the questionnaire items. All scores of 
below fifty per cent (50%) will be regarded as a failure by the learnerships to improve 
the learners’ chances of procuring employment and/or begin their own relatively 
successful businesses. The computer software program STATISTICA Version 10 will be 
used to conduct the analysis of the data as far as scale reliability and discriminant 
validity are concerned.  
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A study’s reliability of measurement improves with the size of the sample and due to the 
sample in this study being relatively small at sixty eight, and due to the fact that the 
responses will be anchored on the Likert scale, the ideal measuring tool is the 
Cronbach’s Co-efficient Alpha, a Cronbach’s alpha of 0.5 is regarded as acceptable for 
basic research as suggested by Arnolds and Boshoff (2001). It will be used therefore to 
calculate the internal consistency regarding the reliability of the measuring scales. 
These instruments will allow for the descriptive statistics used with the collected data 
analysed to be presented in the form of percentages, tables, graphs and charts allowing 
for the drawing of conclusions and formulation of recommendations in the next two 
chapters.  
 
4.7 CONCLUSION 
This chapter began by identifying a positivistic paradigm as the paradigm that underpins 
this research. It proceeded to outline the methodology or the overall approach to the 
research process, from the theoretical underpinning to the collection and analysis of 
data. Included in this process, the self-administered questionnaire was identified as the 
data collection method used in this study. The sample chosen for the study was 
discussed as well as the ethical issues. The chapter concluded by exploring the issues 
of reliability and the validity of the study. 
 
In the next chapter, the data collected will be presented, analysed and empirical findings 
will be made. 
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CHAPTER FIVE 
DATA ANALYSIS AND EMPIRICAL FINDINGS 
5.1 INTRODUCTION 
In Chapter Four, the research methodology was defined and a full description of the 
measurement instrument, the self-constructed questionnaire anchored on a Linkert 
scale was done. In this chapter, the response data will be presented, analysed and 
interpreted.  
 
5.2 BIOGRAPHICAL INFORMATION OF RESPONDENTS 
This section of the questionnaire consisted of three questions which were to be 
answered by the respondent through ticking in a tick box with a mark against an 
appropriate answer from a list of possible answers. Each question has been analysed 
using the Microsoft Excel spreadsheets utilising frequency tables. These were then 
depicted in a graphic form for ease of interpretation. The biographical information 
section of the questionnaire has been collected to ensure diversity of the sample and 
that the sample is representative of the population.  
 
5.2.1 Distribution of respondents by industry and number of years experience 
The data collected indicated that all respondents were from the automotive industry and 
were all in their fourth year of employment having all begun their work-based training in 
2009. As such, these responses have not been graphically depicted nor tabulated. This 
does not come as a surprise as the dominant industry in the Nelson Mandela Bay area 
is the automotive industry and related sub-industries. The experience in industry is also 
not unexpected given that the study relates to a population of trainees that began their 
theory training in 2009 and also have the experience earned through the learnership 
program as their sole industry experience therefore. 
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5.2.2 Gender distribution of respondents 
Figure 5.1 Gender distribution of respondents 
 
 
 
Figure 5.1 indicates that a fifty eight per cent (58%) of the respondents in the sample 
were female and forty two per cent (42%) of the respondents were male. This is 
informative given the historical gender bias towards men in the trade and vocational 
training and the concomitant occupations of the economy. Vocational training and the 
jobs that came with qualification were a preserve of men that there is very little written of 
women’s presence in the sector in the literature. 
 
  
42% 
58% Male
Female
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5.2.3 Racial distribution of respondents 
Figure 5.2 Race distribution of respondents 
 
 
 
Figure 5.2 above shows the racial distribution of the respondents and this shows all 
respondents in the sample to have been black in that 58% were African and 42% were 
Coloured respondents with no representation for Indians or Whites. Historically, the 
vocational training sector in the urban areas was designed to serve whites as pointed 
out in earlier chapters by Sooklal (2004). Enrolments were largely limited to whites with 
a very low base of Indians and Coloureds and African were excluded from the system 
(Sooklal, 2004; Fisher et al., 2003 and Pittendrigh, 1998). 
 
 
However, post-1994, the democratic government has made it their agenda, through the 
SAQA Act and the Skills Development Act to among other things, improve the 
employment prospects of persons previously disadvantaged by unfair discrimination 
and redress those disadvantages through training and education. It is therefore not 
58% 
42% 
African
Coloured
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unusual to have higher numbers of the previously disadvantaged groups such as 
Africans and Coloureds dominating the enrolments at this FET college. Whereas 
historically whites comprised 67% of enrolments, by 2002 it was Africans that comprised 
74% of enrolments in the FET sector (Akoojee, 2009). 
 
5.2.4 Age distribution of respondents 
Figure 5.3 Age distribution of respondents 
 
 
Figure 5.3 above reflects the age distribution of the respondents in the sample. Ninety 
seven per cent (98%) of the sample were between the ages of eighteen (18) and thirty 
four years of age (34) and only two per cent (2%) above the age of thirty five (35); 44% 
of the respondents are in the age group 18 to 24 and 54% in the 25 to 34 year age 
group. Given that one of the top priorities of the government is the reduction of 
unemployment among the youth of our country and goal number four of the National 
Skills Development Strategy speaks to this through its aim to address low level of youth 
language and numeracy skills to enable training.  
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5.3 GRAPHIC PRESENTATION AND ANALYSIS OF THE DATA COLLECTED 
5.3.1 THEORECTICAL CONTENT 
The first section of the questionnaire sought to evaluate whether the graduates find the 
theory part of the learning to be of benefit to the eventual practical application.  
5.3.1.1 I feel that the program provides sufficient theoretical background to 
support practical learning 
 
Figure 5.4  I feel that the program provides sufficient theoretical background to 
support practical learning 
 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 1 2% 
Uncertain 0 0% 
Agree 36 84% 
Strongly agree 6 14% 
Table 5.1 I feel that the program provides sufficient theoretical      
background to support practical learning 
 
Figure 5.4 reflects that 98% of the sample either agree or strongly agree with the 
statement in Question 1 (Q1) on the questionnaire to the effect that ‘I feel that the 
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program provides sufficient theoretical background to support practical learning’ of 
which those who agree make up the majority at 84% with 14% strongly agreeing with 
the statement; only 2% of the sample disagreed with the statement.  
5.3.1.2 The theoretical content is aligned to the requirements of the workplace 
learning 
Figure 5.5 The theoretical content is aligned to the requirements of the workplace 
learning 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 2 5% 
Uncertain 1 2% 
Agree 35 81% 
Strongly agree 5 12% 
Table 5.2 The theoretical content is aligned to the requirements              
of the workplace learning 
With reference to Figure 5.5 and the statement posed in Q2, the majority of respondents 
(93%) agreed with the statement that the theoretical content of the FET training at the 
subject college is aligned to the requirements of the workplace learning. Of these, 12% 
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strongly agreed with the statement. Only 5% of the respondents disagreed with the 
statement and one of the respondents was uncertain as to this statement.  
5.3.1.3 There is a strong link between the theory and the practical training 
 
Figure 5.6 There is a strong link between the theory and practical training 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0 
Disagree 3 7% 
Uncertain 2 5% 
Agree 30 70% 
Strongly agree 8 19% 
       Table 5.3 There is a strong link between the theory and practical 
        training 
 
89% of the respondents were agreeable to the statement posed in Q3 that there is a 
strong link between the theory and the practical training in the learnership program as 
depicted in Figure 5.6 above. Only 7% of the respondents have disagreed with the 
statement as against 70% that agree and 19% that strongly agree. 5% of the 
respondents were uncertain of the link between theory and practical training.  
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   5.3.1.4 I feel that I would not have been able to do the practical without the 
theoretical background. 
 
Figure 5.7 I feel that I would not have been able to do the practical without the 
theoretical background 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 4 9% 
Uncertain 4 9% 
Agree 25 58% 
Strongly agree 10 23% 
          Table 5.4 I feel that I would not have been able to do the    
         practical without the theoretical background 
 
Figure 5.7 illustrates that 68% of the respondents agreed that they would not have been 
able to go through the practical work-based training without first having had the 
theoretical background in the classroom. Only 9% of the respondents responded 
negatively to this statement with another 9% uncertain in their response.  
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 5.3.2 WORKPLACE LEARNING 
The next set of questions sought to evaluate the graduates’ perception of the workplace 
learning, training and their experience of it.  
5.3.2.1 I have gained a lot from working under a supervisor or industry expert 
 
Figure 5.8 I have gained a lot from working under a supervisor or industry expert 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 2 5% 
Agree 35 81% 
Strongly agree 6 14% 
Table 5.5 I have gained a lot from working under a supervisor or    
industry expert 
 
The findings, as indicated in Figure 5.8 reflect that 95% of the respondents agree with 
the fact that they have gained a lot from working under a supervisor or an industry 
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expert in the field. While 5% of the respondents were uncertain as to whether they may 
have benefited, none of the sample disagreed with the statement.  
 
5.3.2.2 I feel that workplace learning provided the right skills and lifelong learning.  
 
 
Figure 5.9 I feel that workplace learning provided the right skills and lifelong 
learning 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 0 0% 
Agree 38 88% 
Strongly agree 5 12% 
           Table 5.6 I feel that workplace learning provided the right   
  skills and lifelong learning 
 
The statement, ‘I feel that workplace learning provided the right skills and lifelong 
learning’ has elicited a very positive response in that 100% of the respondents agreed 
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with the statement with 88% agreeing and 12% strongly agreeing with the statement. 
This response is depicted in Figure 5.9 above.  
 
5.3.2.3 I am satisfied with the training I have received 
 
 
Figure 5.10 I am very satisfied with the training I have received 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 1 2% 
Uncertain 0 0% 
Agree 36 84% 
Strongly agree 6 14% 
           Table 5.7 I am very satisfied with the training I have received 
 
The findings depicted in Figure 5.10 reflect that while 2% of the respondents are not 
satisfied with the training received from the FET training and workplace learning in 
particular. 84% or respondents agree with the statement in Q7 that they are very 
satisfied with the training and 14% strongly agree with the statement.  
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5.3.2.4 I am satisfied that workplace training is not using learners for additional 
production hands rather than the training. 
 
Figure 5.11 I am satisfied that workplace training is not using learners for 
additional production hands rather than training.  
 
 
No. of 
Responses Percentage 
Strongly disagree 4 9% 
Disagree 6 14% 
Uncertain 4 9% 
Agree 25 58% 
Strongly agree 4 9% 
                    Table 5.8 I am satisfied that workplace training is not using   
          learners for additional production hands rather than training. 
 
Q8 has elicited quite a diverse response in that, as demonstrated in Figure 5.11 above, 
while 67% of the respondents feel that they are satisfied that workplace training does 
not use learners as part of the production staff, quite a high percentage of 23% of 
respondents have indicated that they disagree with this statement and in fact 9% of 
them strongly disagree, there is also quite a number that are uncertain with the 
statement at 9%.  
0%
20%
40%
60%
80%
100%
Strongly disagree Disagree Uncertain Agree Strongly agree
P
e
r
c
e
n
t
a
g
e
 
Ratings 
62 
 
5.3.3 TECHNICAL COMPETENCE 
Technical competence set of questions sought to evaluate the graduates’ satisfaction 
with the level of competence gained from the training.  
5.3.3.1 The skills I have learnt from the college and practical have made me work 
more efficiently 
 
Figure 5.12 The skills I have learnt from the college and practical have made me 
work efficiently 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 3 7% 
Agree 29 67% 
Strongly agree 11 26% 
          Table 5.9 The skills I have learnt from the college and  
 practical have made me work efficiently 
 
Figure 5.12 illustrates that the majority of the respondents agree that the skills learnt 
from the college and practical learning have made them work more efficiently. 26% of 
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the respondents strongly agree with the statement, 67% agree while only 7% of the 
respondents are uncertain and none disagree with the statement.  
5.3.3.2 I feel that the program has improved my skills sufficiently to start my own 
business. 
 
Figure 5.13 I feel that the program has improved my skills sufficiently to start my 
own businesss 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 6 14% 
Uncertain 13 30% 
Agree 18 42% 
Strongly agree 6 14% 
           Table 5.10 I feel that the program has improved my skills 
  sufficiently to start my own business 
 
Figure 5.13 reflects a diverse response to the statement in Q10 on whether the 
respondent feels that the program has improved their skills sufficiently to enable them to 
start their own business. The empirical evidence shows that a small majority of the 
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sample agreed with the statement with 42% of the respondents agreeing and 14% 
strongly agreeing. However, 14% of the respondents a not agreeable while 30% are 
uncertain. 
 
5.3.3.3 I feel that the program has achieved the goals that I had set for my 
training.  
 
Figure 5.14 I feel that the program has achieve the goals that I had set for my 
training 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 4 9% 
Uncertain 2 5% 
Agree 36 84% 
Strongly agree 1 2% 
            Table 5.11 I feel that the program has achieved the goals  
    that I had set for my training 
 
Figure 5.14 reflects that the majority of the respondents feel that the program achieved 
the goals that they had set themselves in what they had set out to get from it. 84% 
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agree with the assertion and 2% strongly agree. While 5% are uncertain whether they 
have achieved what they set out, 9% disagree with the statement.   
 
5.3.3.4 The learnership provided sufficient technical competence to signal 
occupational competence. 
 
Figure 5.15 The learnership provided sufficient technical competence to signal 
occupational competence 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 2 5% 
Agree 36 84% 
Strongly agree 5 12% 
           Table 5.12 The learnership provided sufficient technical  
  competence to signal occupational competence 
 
The findings on the question of whether the learnership has provided the graduates with 
sufficient technical competence to signal occupational competence show that the 
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majority of the respondents are in fact agreeable with 84% agreeing and 12% strongly 
agreeing with the statement and only 5% reflected as uncertain. No respondents 
disagreed with the statement as depicted in Figure 5.15 above.  
5.3.3.5 I feel that the program gave me sufficient competence to perform the job 
without supervision.  
 
Figure 5.16 I feel that the program gave me sufficient competence to perform the 
job without surpervision 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 5 12% 
Agree 32 74% 
Strongly agree 6 14% 
           Table 5.13 I feel that the program gave me sufficient    
           competence to perform the job without supervision 
 
Figure 5.16 above reflects that 88% of respondents agree with the assertion that the 
program has delivered sufficient competence for the graduates to perform their duties 
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without supervision. Of these respondents, 14% strongly agreed while 74% agreed. 
There are no respondents disagreeing with the notion, however, 12% of the 
respondents are uncertain.  
5.3.4 EMPLOYMENT AND CAREER PROSPECTS 
Questions posed under employment and career prospects sought to assess whether 
the graduates feel that their qualification will improve their employment prospects and 
career progression, the assessment also sought to determine whether they feel 
competent enough to start their own business.  
5.3.4.1 I feel that the FETC qualification improved my chances of finding 
permanent employment.  
 
Figure 5.17 I feel that the FETC qualification improved my chances of finding 
permanent employment 
 
 
No. of 
Responses Percentage 
Strongly disagree 1 2% 
Disagree 2 5% 
Uncertain 3 7% 
Agree 25 58% 
Strongly agree 12 28% 
          Table 5.14 I feel that the FETC qualification improved my            
          chances of finding permanent employment 
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The findings on Q14 as depicted on Figure 5.17 reflect that 86% of the respondents 
agree or strongly agree that the FETC qualification improved their chances of finding 
permanent employment, only 7% disagree or strongly disagree, while 7% of the 
respondents were uncertain.   
 
5.3.4.2 I feel that the FETC will boost my career opportunities and improve career 
progression.  
 
Figure 5.18 I feel that the FETC will boost my career opportunities and improve 
career progression 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 1 2% 
Uncertain 5 12% 
Agree 26 60% 
Strongly agree 11 26% 
                     Table 5.15 I feel that the FETC will boost my career opportunities 
            and improve career prospects 
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Figure 5.18 illustrates that there are 86% of the respondents that agree that the FETC 
will boost their career opportunities and improve their career progression, only 2% 
disagreed with the statement in Q15 and 12% of the sample respondents were 
uncertain.  
5.3.4.3 I agree that formalisation of the program improves prospects of 
employment.  
 
Figure 5.19  I agree that the formalisation of the program improves prospects for 
employment
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 1 2% 
Uncertain 4 9% 
Agree 33 77% 
Strongly agree 5 12% 
Table 5.16 I agree that the formalisation of the program                        
improves prospects for employment 
 
The findings on Q16 depicted on Figure 5.19 show that the majority of the respondents 
agree or strongly agree with the notion that formalisation of the program improves 
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prospects for employment by 77% and 12% respectively. While 9% of the respondents 
are uncertain on this issue, only 2% of the respondents disagreed. 
 
5.3.4.4 I think the courses offered by the program are relevant to the needs of 
industry.  
 
Figure 5.20 I think the courses offered by the program are relevant to the needs of 
industry
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 2 5% 
Agree 35 81% 
Strongly agree 6 14% 
          Table 5.17 I think the courses offered by the program are    
           relevant to the needs of industry 
 
With reference to Figure 5.20, of the sample respondents, 95% agreed with the 
statement in Q17 that the courses offered by the learnership programs are relevant to 
the needs of industry, only 5% were uncertain on the matter while none of the 
respondents disagreed.  
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5.3.4.5 I feel strongly that the FETC is a good tool for economic empowerment.  
 
Figure 5.21 I feel strongly that the FETC is a good tool for economic 
empowerment  
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 3 7% 
Agree 34 79% 
Strongly agree 6 14% 
Table 5.18 I feel strongly that the FETC is a good tool for                   
economic empowerment 
 
According to Figure 5.21, 79% of the respondents agree and 14% strongly agree with 
the statement in Q18 that they feel strongly that the FETC is a good tool for economic 
empowerment. Only 7% of the respondents were uncertain while there were no 
respondents that disagreed at any level.  
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5.3.4.6 I feel that the training received is strongly aligned to my career path and 
that it is sustainable.  
 
Figure 5.22 I feel that the training received is strongly aligned to my career path 
and that it is sustainable 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 1 2% 
Uncertain 5 12% 
Agree 33 77% 
Strongly agree 4 9% 
Table 5.19 I feel strongly that the training received is strongly   
aligned to my career path and that it is sustainable 
 
The findings on whether the training received is strongly aligned to the respondents’ 
career path and that it is sustainable shows a majority, 77% and 9% agreeing and 
strongly agreeing respectively as illustrated in Figure 5.22. Only 2% of respondents 
disagreed and 12% were uncertain.  
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5.3.4.7 I feel that the training received is strongly aligned to my career path and 
that it has prepared me enough to start my own business.  
 
Figure 5.23 I feel that the training received is strongly aligned to my career path 
and that it has prepared me enough to start my own business 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 7 16% 
Uncertain 10 23% 
Agree 22 51% 
Strongly agree 4 9% 
Table 5.20 I feel that the training received is strongly aligned      
to my career path and that it has prepared me enough to start my own 
business 
 
Figure 5.23 illustrates that a majority of the respondents feel that the training received 
from the training is aligned to their career path and that it has prepared the respondents 
enough to start their own business. 9% strongly agree and 51% agree with the 
statement while 23% of the respondents are uncertain. However, a sizeable 16% of the 
respondents disagree that there has been sufficient training to prepare them to an 
extent where they are able to start their own business.  
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5.3.5 CHALLENGES AND BENEFITS 
The last set of questions sought to explore the link between the training institutions and 
the FET and also the support received from the SETA and any challenges and benefits 
that the graduates may have endured.  
 
5.3.5.1 I am satisfied that there is a strong link between the FET and the 
workplace supervisors.  
 
Figure 5.24 I am satisfied that there is a strong link between the FET and the 
workplace supervisors 
 
 
No. of 
Responses Percentage 
Strongly disagree 1 2% 
Disagree 0 0% 
Uncertain 6 14% 
Agree 36 84% 
Strongly agree 0 0% 
         Table 5.21 I am satisfied that there is a strong link between   
  the FET and the workplace supervisors 
 
Figure 5.24 reflects that a majority 84% of the respondents agreed with statement in 
Q21 that they are satisfied that there is a strong link between the FET and the 
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workplace supervisors. Only one respondent strongly disagreed with the statement 
while 14% of the sample respondents were not certain. 
 
5.3.5.2 I feel that the programs receive great support from the SETAs.  
 
Figure 5.25 I feel that the programs receive great support from the SETAs 
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 7 16% 
Agree 21 49% 
Strongly agree 15 35% 
          Table 5.22 I feel that the programs receive great support    
           from the SETAs 
 
According to Figure 5.25 a fairly strong majority of 84% of the respondents fee that the 
programs receive great support from the SETAs. Of these respondents 35% strongly 
agreed with the assertion while 49% agreed. 16% of the respondents were uncertain as 
to whether the programs receive good support from the SETAs while no respondent 
disagreed with the statement.  
0%
20%
40%
60%
80%
100%
Strongly Disagree Disagree Uncertain Agree Strongly agree
P
e
r
c
e
n
t
a
g
e
 
Ratings 
76 
 
5.3.5.3 I am satisfied that the program provides sufficient socially relevant 
teaching as part of the theory.  
 
Figure 5.26 I am satisfied that the program provides sufficient socially relevant 
teaching as part of the theory
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 5 12% 
Agree 36 84% 
Strongly agree 2 5% 
Table 5.23 I am satisfied that the program provides  
 sufficient socially relevant teaching as part of the theory 
 
The findings depicted on Figure 5.26 relating to the statement in Q23 illustrates that 
84% of the respondents agree with the statement that they are satisfied that the 
program provides sufficient socially relevant teaching as part of the theory while 5% 
strongly agree with it. On the other hand, 12% of the respondents have indicated that 
they are uncertain viz the statement.  
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5.3.5.4 I feel that the social teaching creates a balance in the learning and will 
benefit me in some way.  
 
Figure 5.27 I feel that the social teaching creates a balance in the learning and will 
benefit me in some way
  
 
No. of Responses Percentage 
Strongly Disagree 0 0% 
Disagree 0 0% 
Uncertain 4 9% 
Agree 37 86% 
Strongly agree 2 5% 
Table 5.24 I feel that the social teaching creates a   
 balance in the learning and will benefit me in some way 
 
Figure 5.27 illustrates that 86% of the respondents agreed with the statement in Q24 
that they feel that the social teaching creates a balance in the learning and that it will 
benefit the graduates in some way in the future, 5% of respondents  strongly agreed 
while 9% were uncertain as to whether this would be the case.  
0%
20%
40%
60%
80%
100%
Strongly Disagree Disagree Uncertain Agree Strongly agree
P
e
r
c
e
n
t
a
g
e
 
Ratings 
78 
 
5.3.5.5 I feel that the learnership is highly beneficial to me personally and is good 
for my career development.  
 
Figure 5.28 I feel that the learnership is highly beneficial to me personally and is 
good for my career development
 
 
No. of 
Responses Percentage 
Strongly Disagree 0 0% 
Strongly disagree 1 2% 
Uncertain 2 5% 
Agree 31 72% 
Strongly agree 9 21% 
         Table 5.25 I feel that the learnership is highly  beneficial   
         to me personally and is good for my career development 
 
With reference to Figure 5.28, the majority of respondents, 93%, agreed with the 
statement that the learnership is highly beneficial to them personally and that it is good 
for their career development. 2% of the respondents disagreed with the statement while 
5% were uncertain of the assertion.  
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 5.4 QUALITATIVE RESPONSES 
The quantitative part of the present study involved the investigation of the respondents’ 
perceptions of the different variable in the study; which were divided into five different 
sections. At the end of each of these sections, suggestions and additional comments 
are called for to derive qualitative data on ways to improve each of the identified sub-
questions. The qualitative data will be reported on by summarising the responses given 
under each topic below.  
 
5.4.1 Theoretical content 
While a majority of the respondents on all four questions related to the theoretical 
content of the learnership programs agreed that there is a link with the practical learning 
and that the theory provides a sufficient basis for the practicals, the respondents made 
some suggestions as to how there can be improvement on this link. The general 
criticism is that the theory is too general and does not get to the specifics of the 
respondent’s chosen trade as it were. An example given is that one of the respondent’s 
chosen trade is that of a Setter but most of the time spent in the classroom was on the 
injection of Moulding Machines. It is therefore suggested that the link between the 
theory and practice be improved to the level of the trade and not be too general.  
 
5.4.2 Workplace learning 
The questions on workplace learning sought to evaluate the graduates’ perception of 
the workplace learning, training and their experience of it and how satisfied they were 
with the quality thereof. The majority of respondents were agreeable to all the 
statements under workplace learning by 90% or more but for one statement, being ‘I am 
satisfied that workplace training is not using learners for additional production hands 
rather than the training’. This statement has elicited a lot of comments in that there is a 
strong feeling among those who disagreed to the statement that learners are indeed 
being used as part of the production staff to an extent that some respondents feel that 
they are being used as cheap labour so to speak. There are examples of learners being 
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scheduled to work night shifts when there are no trainers working and having to work 
overtime to help with catching up with the production shortages. Respondents’ 
comments point to the fact that the system needs to be policed more to avoid 
exploitation of the learners.  
 
5.4.3 Technical competence 
The respondents’ comments on technical competence set of questions that sought to 
evaluate the graduates’ satisfaction with the level of competence gained from the 
training are reflective of the empirical results in that comments speak to satisfaction with 
progress on technical ability to an extent that some respondents are comfortable that 
they are at a competence level where they can begin to teach others the job.  
 
5.4.4 Employment and career prospects 
Questions posed under employment and career prospects sought to assess whether 
the graduates feel that their qualification will improve their employment prospects and 
career progression, the assessment also sought to determine whether they feel 
competent enough to start their own business. The empirical results show that on a 
majority of the questions over 80% of the respondents were satisfied with that the 
program has improved their prospects for employment and career progression. This is 
also confirmed by the comments offered in the qualitative section of the questionnaire. 
However, there are is general dissatisfaction with certification in that all who offered 
comments and suggestions have indicated that while they have completed both the 
theory and practical parts of the learnership, they have yet to receive their FET 
certificates and this after more than six months having completed the programs.  
 
5.4.5 Challenges and benefits 
The last set of questions on the challenges and benefits sought to explore the link 
between the training institutions and the FET and also the support received from the 
SETA and any challenges and benefits that the graduates may have endured. The 
comments and suggestions on this part of the questionnaire confirmed the empirical 
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results that a vast majority of the respondents were satisfied that they would benefit 
from the program and that the wide scope of the training has provided career options for 
them.  
 
5.4 STATISTICAL RELIABILITY OF RESPONSES  
Tests were performed to determine the statistical differences between the different 
demographic groups, the results of which are appended to the research study under 
Appendix “C”. The traditional approach to reporting the results for this reliability is via a 
statement of statistical significance. A test statistic is done which then generates a p-
value. A significant result is indicated by a p-value that is less than 0.05, “p<0.05”.  
 
All but one of the p-values calculated and tabulated on Appendix “C” are above 0.05. It 
is only on the questions related to technical competence that there was any statistically 
significant difference and this only among the age groups. The respondents in the age 
group 25-34 were significantly more agreeable than the age group 18-24 on this section 
of the questionnaire. The p-value generated is “0.0224”; which is less than 0.05 and is 
regarded as being of a medium practical significance and as such should not affect the 
reliability of the rest of the study.  
 
There being no statistically significant differences means that the responses were not 
evenly spread between the options and that responses tended to aggregate around a 
particular value. This speaks to statistically reliable outcomes from the responses 
received therefore.  
 
5.5 RELIABILITY AND INTERNAL CONSISTENCY OF THE STUDY 
As indicated in Chapter Four above, the best measure of internal consistency regarding 
the reliability of the measuring scales given the size of the sample of our study would be 
the Cronbach’s Alpha co-efficient. A Cronbach’s alpha of 0.5 is regarded as acceptable 
for basic research such as this study as suggested by Arnolds and Boshoff (2001). 
Depicted in Figure 5.5 below are the five Cronbach’s Alphas calculated for the five 
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themes that represent the five sub-problems evaluated to support the main research 
question.  
 
Table 5.26: CRONBACH’S ALPHA CO-EFFICIENT 
Section/Theme: Cronbach's Alpha 
Theoretical content 0.70 
Workplace learning 0.50 
Technical competence 0.50 
Employment and career prospects 0.72 
Challenges and benefits 0.53 
 
The results of the Cronbach’s Alpha co-efficient for the five themes are all equal or 
higher than 0.50, the minimum acceptable level for basic research studies as indicated 
above. The alphas are therefore acceptable as an indication of the reliability and 
internal consistency of the measuring scales for this research study. 
 
5.6 CONCLUSION 
The purpose of this chapter was to present, analyse and interpret the results of the 
empirical study. The results were presented descriptively, graphically, as well as in 
tabular form. Further to this, due to the triangulation of the study, the qualitative 
comments were summarised and presented. The results of the test for statistical 
reliability of the responses of the study were presented and the reliability and internal 
consistency of the measuring scales used for the questionnaire were also presented.  
 
Chapter Six elaborates on the summary of the findings, recommendations and 
conclusions based on the research results. 
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CHAPTER SIX 
STUDY CONCLUSION AND RECOMMENDATIONS 
6.1 INTRODUCTION 
In Chapter Five, the results of the empirical study from the collected data were 
presented descriptively, graphically, as well as in tabular form and analysed. The results 
of the qualitative comments were summarised and presented. Also presented were the 
results of the test for statistical reliability of the responses of the study and the reliability 
and internal consistency of the measuring scales used for the questionnaire. 
 
The purpose of this chapter is to summarise, discuss and interpret the research findings 
and provide recommendations which emanate from these findings. Furthermore, the 
study limitations as well as the implications for future research are addressed in this 
chapter. 
6.2 DISCUSSION OF FINDINGS AND INTERPRETATION 
This section of the study seeks to integrate the results of the empirical study, the 
qualitative comments with the findings of the literature study conducted in chapters two 
and three. In paragraphs 5.3 and 5.4 of Chapter Five, the results of the empirical study 
that was conducted were presented from data collected using the questionnaire that 
was administered and gave an overview of the content of the said questionnaire 
together with a summary of the comments and suggestions that were made in the 
limited space provided for qualitative comments. The results were presented graphically 
and in the form of frequency tables followed by an analysis and a brief interpretation. 
The results were presented on the basis of the five sub-problems that were discussed in 
chapter one of the study.  
 
The aim of the integration of the various results will be to answer the main research 
question stated thus in Chapter One, “Learnership delivery by an FET institution in the 
Nelson Mandela Bay area from learners’ perspective is ineffective” and to provide 
literature confirmation of the answers to the following sub-problems or themes: 
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• Theoretical content; 
• Workplace learning; 
• Technical competence; 
• Employment and career prospects; and  
• Challenges and benefits.   
 
All these sub-problems or themes were addressed through the review of the literature in 
Chapter Two and Chapter Three; which dealt with the overview of the FET sector and its 
historical context and further reviewed the learnership programs, the concept and their 
contemporary development. In Chapter Four, the insights into the research methodology 
that was used in this study were given. As indicated in this chapter, a quantitative 
method was utilised to get to a solution to the main problem and the sub-problems. To 
further evaluate these themes, a questionnaire was developed using the literature 
review as a basis. The aim of the questionnaire was to evaluate whether the 
respondents could provide answers to the primary question and the sub-problems either 
in the negative or the affirmative. The summary of the findings will be dealt with per 
theme or sub-problem and then a general summary conclusion of the findings will be 
made.  
 
6.2.1 Theoretical content 
An analysis of the empirical results illustrated that a large majority of over 80% were 
agreeable that there is a strong link between the theoretical content of the program and 
the practical application in line with the thinking by Gamble (2004) and Whelahan 
(undated) in Chapter One that importantly, vocational education and training prepares 
people for the world of work due to its nature of covering occupation directed activities 
together with the necessary theoretical perspectives of the activities that are being 
covered.  
 
The results are also supportive of the White Paper 4: A programme for the 
Transformation of Further Education and Training which was released by the 
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Department of Education in 1998 under Minister Asmal that later became the National 
Strategy for Further Education and Training 1999-2001: Preparing for the twenty-first 
century through education, training and work; which laid the foundation for an integrated 
approach to general classroom education and workplace training. The strong link and 
integration referred to by Vollenhoven (2007) in Chapter 3 is also confirmed by the 
results.  
 
The qualitative comments of the study showed that largely the respondents were 
supportive of the strong link, however it should be pointed out that some of the 
classroom theory is too general and does not get specific to the particular trade chosen 
by students.  
 
6.2.2 Workplace learning 
Over 90% of the respondents responded in the affirmative to the questions on 
workplace learning. However, one question concerning the utilisation of trainees or 
learners as an extension of the production staff was only supported in the affirmative by 
only 67% of the respondents. These results confirm that the graduates are largely 
satisfied with the training received and their experience at workplace learning suppliers 
or trainers. Some of the qualitative commentary also confirms the tension between 
industry and learnership implementation that is mentioned in Chapter Two by Fester 
(2006) by making reference to trainees being used as production staff instead of 
concentrating on the training. Further to this, the idea of lifelong training that Abedian 
and Standish (1990) refer to in Chapter Two is enforced.  
 
6.2.3 Technical competence 
The empirical evidence collected from the quantitative study confirms the correlation 
between vocational education and productivity pointed out by Fisher et al. (2003) and 
Natrass (1981) in Chapter Two. Over 80% of the respondents gave answers in the 
affirmative to three of the four questions. It is only on the question of whether the 
training is sufficient to allow one to be able to start their own business post-training that 
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only 56% answered in the affirmative and 14% in the negative while 30% were 
uncertain. The qualitative comments were supportive of the empirical results that most 
are satisfied with the level of competence that they had received.  
 
The results are supportive of the view that s because learnerships are informed by the 
view that the core theoretical component consisting of language and numeracy training, 
plus the contextual understanding that gives breadth and depth to the learner about the 
chosen occupation, the learnership ensures that the learner achieves the required 
competence to take on the rest of the practical side of the qualification and is then better 
equipped with the best competencies of the occupation as a whole (Naicker, 2006 and 
Griesel, 2005). 
 
6.2.4 Employment and career prospects 
The empirical results are supportive of the notion that FETs must become more 
responsive to the developmental goals of the state and to labour markets and therefore 
the needs of industry and to develop better partnerships with industry in designing the 
curriculum as posited by Akoojee (2009) and the Department of Education (2001). The 
results and indeed the qualitative results also confirm that the formalisation and 
standardization of the FETC qualification and learnership programs by the Department 
of Education and Minister Asmal have led to learner-centred and outcome-based results 
for industry that were supported by Janse van Rensburg (2009) and Naicker (2006) in 
Chapter Three. There is therefore support by the respondents that the qualification and 
certification has improved their employment prospects and career progression. 
However, there is concern at the fact that some of the learners have not been put in 
possession of their certificates as indicated in the qualitative results of the study.  
 
6.2.5 Challenges and benefits 
Archer and Moll (1992) make reference to the link between the possession of education 
and training, the possession of skills and the ability to be both productive and generate 
income and eventually wealth for self and family. Fisher et al. (2003) refer to the position 
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that FET training makes in expanding access to the economy, widening participation 
and promoting social inclusion. Over 80% of the respondents have responded in the 
affirmative that they feel that they have benefited from the learnership programs both as 
individuals and for career progression, and that the training is socially relevant. The 
qualitative comments and suggestions on this part of the questionnaire confirmed the 
empirical results that a vast majority of the respondents were satisfied that they would 
benefit from the program and that the wide scope of the training has provided career 
options for them.  
 
Both the quantitative and qualitative results confirm the importance of state support for 
the programmes which is something that politicians have sought to use as a political 
tool in many governments as pointed out by Fisher et al. (2003) and Sooklal (2005) in 
Chapter 2. Abedian and Standish (1990) also point to lifelong learning as being 
essential in productivity and the potential of people being able to improve the general 
quality of their lives. The results are also supportive of the notion in the literature that 
expanding FET training beyond the traditional trades to include among other option, 
business studies is beneficial as pointed out by Vollenhoven (2007) and Naicker (2006). 
 
6.2.6 Summary of the findings of the study 
The overall aim of this project was to evaluate the new Learnership academy and 
training model and its effectiveness and to provide an answer to the main question: 
‘Learnership delivery by an FET institution in the Nelson Mandela Bay area from 
learners’ perspective is ineffective.’  
 
Based on the main findings on the five themes set out above, it is evident that the 
majority of the respondents have given an emphatic “NO” to the study’s main question 
“Learnership delivery by an FET institution in the Nelson Mandela Bay area from 
learners’ perspective is ineffective.” The overall findings offer empirical support for the 
notion that learnership delivery by the subject college and their workplace training 
partners has been effective. As part of the questionnaire, respondents were asked to 
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rate statements regarding the effectiveness of the learnership implementation and 
delivery from the five themes stated in paragraph 6.2 above.  
 
There were twenty five (25) statements split between the five themes and in all the 
questions, the majority of the respondents, in most cases over 80% of them, affirmed 
the statements that lead us to a conclusion that the delivery of the learnership is not 
ineffective and is therefore effective. The quantitative empirical evidence, together with 
the qualitative comments supported the ideas postulated in the literature review of what 
constitutes effective delivery and implementation of a learnership program.  There was 
also support for the characteristics of learnership as intended by the SDA (1998) and 
Janse van Rensburg (2009). The study and the results have been tested and shown to 
have the necessary reliability by obtaining p-values equal to or above the norm of 0.05 
and has been shown to have the Cronbach’s Alpha coefficient on every theme of more 
than the acceptable 0.50 to indicate reliability and internal consistency  of the measuring 
instruments.  
 
6.3 RECOMMENDATIONS 
The results of the study have largely supported the effectiveness of the delivery and 
implementation of the learnership programs by the subject FET College. However, while 
most of the statements were supported by majorities of the respondents in the 80% to 
90% to reflect frequency of agreement, there were statements that did not receive quite 
the same phenomenal response and therefore point to existing gaps in parts of the 
delivery of the learnership.  
 
These gaps were also confirmed by the comments made by respondents on the 
qualitative part of the questionnaire. In order to close these gaps, the FET College, 
together with workplace training providers who are in industry will need to allocate time 
and resources to specific actions recommended below. It is also recommended that the 
MERSETA be involved in a tripartite agreement with the FET College and the training 
providers to take these actions. The following recommendations are made based on the 
findings of the literature study as well as the empirical study: 
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• The theoretical content being delivered can be improved by splitting same 
between the general courses that all learners would have to complete; which can 
be regarded as minor courses but core to the learnership to use university 
terminology, and Major courses that are trade related amongst which the learners 
would be able to choose their career trajectory as it were, these majors could 
also be regarded as electives. This should improve the focus of learners on their 
specific chosen career path and not just give them a general but non-focused 
view of all courses; 
 
• It is critical that both the theoretical classroom learning and the workplace 
training both take place in an efficient manner for the learnership to be effectively 
implemented. One of the lowest scoring statement in the study was that 
evaluating the respondents’ satisfaction that they were in fact being trained and 
not used as an extension of the production force in their companies. This 
statement had one of the lowest scores in agreement and elicited a number of 
strongly worded comments in the qualitative part of the study. It points to the 
importance of having the MERSETA or any other authorities running audits that 
the trainees are in fact going through the necessary training required for their 
learnership qualification and not being exploited for the benefit of industry; 
 
• The development and implementation of a standard of administering the 
learnership, particularly on the issue of timely certification of learners who have 
completed their studies and training and therefore fulfilled the minimum 
requirements for certification; 
 
• One of the key objectives driving the learnership programs is, to use the words of 
Janse van Rensburg (2009), enable individuals with the necessary skills to 
become self-employed through new-venture creation.  The two statements that 
dealt with whether the respondents felt that the learning experience had 
delivered enough for them to start their own businesses were answered in the 
affirmative by only 59% and 60% of the respondents with most of the balance not 
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certain of whether this indeed is the case. There is clearly a big gap that needs 
closing on this issue of new venture creation by graduates. It is recommended 
that the course work be reviewed to include a core modular course in 
Entrepreneurship if one does not already exist, if one exists, it is clear that it is 
not delivering and would need to be overhauled. There is therefore a clear need 
that it is critical that a fairly in-depth course is developed and incorporated into 
the curriculum urgently.  
 
6.4 STUDY LIMITATIONS 
The overall aim of this project was to evaluate the new Learnership academy and 
training model and its effectiveness. For this purpose secondary data on the subject 
was collected from published books, academic journals and the Internet. As mentioned 
in chapter one, this study was limited by the scarcity of research studies on learnership 
as this is a relatively new phenomenon in South Africa, as such a lot of the literature 
used was on historical technical colleges and history of trade training; which were really 
the precursors to the concept of the FET. Further to this, the study sought to collect 
primary data from as diverse a sample of the population of the graduates of the subject 
college as possible, however, given that a lot of the graduates are resident outside the 
Nelson Mandela Bay area and indeed the province, it became difficult to get the 
necessary diversity. The study may also have a bias toward those that found 
employment as it was easier to track these individuals down, it proved otherwise to 
track those who are not employed at this stage.  
 
6.5 RECOMMENDATION FOR FURTHER STUDIES 
The literature review indicated the existence of over fifty FET Colleges in South Africa. 
This study on the effectiveness of FET training has been conducted on the basis of 
examination of only one of these colleges. The study was also limited to, though not by 
design, a sample of the population that happened to be in permanent employment 
during the course of the study. It is therefore fair to say it is limited by these 
circumstances as to whether the outcome can be applied to other FET Colleges.  
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 These limitations should provide an opportunity for further research of the effectiveness 
of FET training on a wider scale and to consciously be inclusive of graduates that may 
not have found permanent employment or who may indeed have chosen not to pursue 
permanent employment in the trade.  
 
6.6 CONCLUSION 
The objective of this research study was to investigate the effectiveness of FET training 
through delivery and implementation of one of the colleges in Nelson Mandela Bay. An 
investigation was done through the review of literature for the sourcing of the secondary 
data and through a self-constructed questionnaire to source the primary data. A detailed 
explanation of the research methodology was also provided and the results presented. 
This chapter was a culmination of all of the above in that a summary of the findings was 
presented and recommendations made on how to close the identified gaps in the 
implementation of the learnership programs. The research limitations of the study were 
highlighted and recommendation for further research made, as this study, while it has 
proven conclusive against the background of the subject college, cannot be regarded as 
exhaustive. This means therefore that the recommendations made can also not be 
regarded as finite.  
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 APPENDIX “A”: 
 
 
 
 
 
 
THE QUESTIONNAIRE COVERING LETTER 
Date September 2012  
Research Survey: The effectiveness of FET training  
 
 
Dear respondent 
 
I am a post-graduate student studying towards the MBA Degree (Masters in Business 
Administration) at the Nelson Mandela Metropolitan University Business School. The 
topic of the research project involves a thorough investigation on the effectiveness of 
learnership programs at your place of learning.  
 
As a learner at the college, you are kindly requested to participate in this survey. It is 
strongly believed that this study will make a meaningful contribution towards the 
existing body of knowledge with regard to the learnerships as a tool to improve 
chances of employment in chosen industries and equipping learners for industry and 
for starting their own firms/businesses.  
 
The results of this research will be submitted to the Nelson Mandela Metropolitan 
University (NMMU) in partial fulfilment of a Masters degree in Business Administration 
(MBA). The outcomes of this study will also be made available to the college and the 
public by the university at a given time. Therefore the respondents can request the 
outcome of this study from the college or the university.  
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The survey is strictly confidential and the respondents will remain anonymous. Please 
answer all the questions in the questionnaire as accurately as possible by ticking the 
appropriate box. It is expected that completing this survey should not take you more 
than 15 minutes. It will also be appreciated if this questionnaire could be returned by no 
later than the 4th of October 2012. Should you require further information, please 
contact the writer at the numbers given below.  
 
Thank you for your participation! 
 
Letlatsa Lekhelebana  
0829275412 
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APPENDIX “B”: 
THE EFFECTIVENESS OF FET TRAINING 
 
QUESTIONNAIRE: 
  
      Sex:  M F     
   
Race: A C I W 
    
Age: 18-24 25-34 35-44 45+ 
 
                
 
 
THEORETICAL CONTENT: 
1. I feel that the program provides sufficient theoretical background to support practical 
learning. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
2. The theoretical content is aligned to the requirements of the workplace learning. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
3. There a strong link between the theory and the practical training. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
4. I feel that I would not have been able to do the practical without the theoretical 
background. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
Suggestions and additional comments on improving the theoretical content: 
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
_______________________________  
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 WORKPLACE LEARNING: 
5. I have gained a lot from working under a supervisor or industry expert. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
6. I feel that workplace learning provided the right skills and lifelong learning. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
7. I am very satisfied with the training I have received. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
8. I am satisfied that workplace training is not using learners for additional production 
hands rather than training you. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
Suggestions and additional comments on improving the workplace learning: 
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
_______________________________ 
 
 
TECHNICAL COMPETENCE: 
9. The skills I have learnt from the college and the practical have made me work more 
efficiently. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
10. I feel that the program has improved my skills sufficiently to start my own business. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
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 11. I feel that the program has achieved the goals that I had set for my training. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
12. The learnership provided sufficient technical competence to signal occupational 
competence. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
13. I feel that the program gave me sufficient competence to perform the job without 
supervision. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
Suggestions and additional comments on improving the technical competence: 
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
_______________________________ 
EMPLOYMENT AND CAREER PROSPECTS: 
14. I feel that the FETC qualification improved my chances of finding permanent 
employment. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
15. I feel that the FETC will boost my career opportunities and improve career progression. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
16. I agree that formalisation of the program improves prospects for employment. 
 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
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17. I think the courses offered by the program are relevant to the needs of industry. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
18. I feel strongly that the FETC is a good tool for economic empowerment. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
19. I feel that the training received is strongly aligned to my career path and that it is 
sustainable. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
20. I feel that the training received is strongly aligned to my career path and that it has 
prepared me enough to start my own business.  
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
Suggestions and additional comments on improving employment and career prospects: 
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
_______________________________ 
 
CHALLENGES AND BENEFITS: 
21. I am satisfied that there is a strong link between the FET and the workplace supervisors. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
22. I feel that the programs receive great support from the SETAs. 
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
23. I am satisfied that the program provides sufficient socially relevant teaching as part of 
the theory. 
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Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
24. I feel that the social teaching creates a balance in the learning and will benefit me in 
some way.  
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
25. I feel that the learnership is highly beneficial to me personally and is good for my career 
development.  
Strongly Disagree Disagree Uncertain Agree Strongly Agree 
1 2 3 4 5 
 
Suggestions and additional comments on challenges and benefits: 
___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________
_______________________ 
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